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Rationale.—Almost everyone is in agreement that the curriculum
ceases to be functional in the lives of boys and girls, if it is not
centered upon life situations and if it does not foster for them the
understanding End competence needed in a highly technological, spe
cialized, and interdependent world characterized by rapid and often
catacylsraic change. A curriculum designed to meet the needs of chil
dren today must of necessity be very different from, that offered in the
schools Ta&ny years agoj for the world today is a different world, posing
different problems and requiring different skills and knowledges. "What
are the characteristics of our society which have curriculum implica
tions? IJhat knowledges and competences must children possess in order
to live in today's world? ¥hat changes in society necessitate cur
riculum revision? Should the schools merely transmit the culture or
should they help boys and girls accept and direct change so that a bet
ter world raay be developed? These are the questions teachers and cur
riculum consultants must answer as they plan units of work for boys and
girls, if the units are to be functional and meaningful to children.1
^Lavonne A. Hanna, Gladys L. Potter, and Neva Hogonnon, Teach^
ing in the Elementary_School (New York: Holt, Rhinehart and Winston,
1963), p. 3.
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Units of work form the heart or core of the modern elementary
school program. Units cannot be wisely chosen or organized into a scope
and sequence pattern nor can the learning experiences which make up the
unit3 of work be determined without a thorough consideration of (l) the
needs and problems of contemporary society; (2) the growth character
istics of children; (3) the nature of the learning process and the re
search on how learning takes place; and (4) the values inherent in a
democratic culture.
Through the development of units of work, projects, and other
purposeful experiences, children are encouraged to see various under
takings through from beginning to end# Conditions are provided which
stimulate the wholehearted concentration of attention and effort in the
pursuit of goals which have been accepted as challenging and worthwhile
by the group.
Pupils and teachers are approaching their work with the thought
ful and scientific attitudes. They are exemplifying the spirit of re
search; the open-minded and tolerant, yet critical and persistent,
search for truth,1
Procedures like styles come and go. It costs money to dress in
style, but we save money, time and energy when we use the best educa
tional procedures. Procedures have undergone a long process of develop
ment. Many past methods were based on improved hypotheses. Some teach
ers have always been too ready to change to something new, unique or
-kjohn A. Hockett and E, ¥. Jacobsen, Modern Practices in the
Elementary School (Atlanta: Ginn and Co., 1944), p. 14.
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interesting; "others have feared change and attempted to stem the tide
by holding tenaciously to methods which they had learned during student
days.1
In recognizing the inadequacies of prevailing classroom prac
tices , various leaders of educational thought have formulated plans for
the organizing and teaching of learning units which are more comprehen
sive in scope than those utilized in the daily recitation. Some of the
early unit-plans attracted considerable attention, and a few won fairly
wide acceptance. They failed to become the predominant classroom prac
tice because of the prevailing stimulus response concept of learning,
.with its emphasis upon the master of isolated bits of knowledge rather
than upon the total patterns of learning.
In this connection, Mehl, Mils and Douglass pointed out:
The concepts of Gestalt Psychology which served to bring about re
finements in the unit method of teaching were (1) that the total
learning situation is determined not merely by the sum of elements
which comprise it, but rather by the relationships, which exist
among the different partsj (2) that the parts of a xearuiug situ
ation have meaning only in terms of their relations to each other
and to the wholej and (3) that the unifying factor in organizing
the elements of a learning situation is the purpose of the learner.2
As a consequence of the acceptance of the Gestalt concept of
the nature of learning, the unit idea grew in favor as a guide in the
organization of curricular materials, even though methods of teaching
were not greatly different from those used in textbook teaching.
y Adams, Educating America's Children (New Yorki McGraw-
Hill Co., 1957), p. 129.
2Marie A, Mehl et al. Teaching in the Elementary School (New
York: The Ronald Press Co., 1965), p. 433. ~~"~
Another factor which contributed to acceptance of the unit
method of teaching was the growing recognition of the need for more
adequate provisions for individual differences. The failure of various
administrative plansi such as ability-grouping to provide satisfactory
means for individualizing instruction caused many leaders of educa
tional thought to consider the classroom teacher as the proper person
to meet the needs of individual pupils. As a result, supervised study,
differentiated assignments, enriched curriculum, and the unit method
became the vogue. One of the main arguments advanced for use of the
unit method of teaching was its value in providing for individual differ
ences. The possibilities of the unit in this respect have too seldom
been realized. The opportunity for different pupils to work on differ
ent aspects of a unit presents an excellent method of providing for
their inidividual abilities, interests, and needs. More significant,
however, is the demonstrated value of individual projects in making
adequate provisions for individual differences.
The instructional unit emphasises the total pattern of learning
rather than isolated bits of knowledge presented in a series of daily
assign-study-recite topics. In addition to being comprehensive in scope,
the learning materials and activities of a unit must be organized in such
a manner as to possess unity or wholeness. This essential unity may be
achieved, by a logical arrangement of subject matter either around a
significant topic, theme, or generalization or around the learner's
interest, a recognized need or a significant social problem.
Evolution of the probjLem.--The writer was stimulated to conduct
this study after participating in the class: Survey of Trends in Ele
mentary Schools, under Dr. Alfred D. Wiley during the summer session of
I960.
The writer feels that too little emphasis has been placed upon
unit teaching as a technique for acquainting children in a vital manner
with the experiences and subject matter needed to understand important
concepts and processes of living.
Contribution to educational knowledge.—-It is felt that the
results of this research will stimulate teachers to practice and use a
method of instruction that will help to provide children with first
hand experiences that are related to living and learning.
Statement of the problem.—The major problem involved in this
study was to analyze the opinions about and/or attitudes toward unit-
teaching procedures which are held by a selected group of elementary
school teachers in public, private, and parochial schools in the Metro
politan Atlanta area.
Limitation of the study.—The major limitation of this study
was the extent of the authenticity and accuracy of the opinions ex
pressed by the respondents to the items on the opinionnaire used to
collect the data.
Purpose of the study.—The major purpose of this study was to
determine the nature and extent of the opinions about and/or attitudes
toward unit-teaching procedures which are held by public, private and
parochial elementary school teachers in the Metropolitan Atlanta area.
More specifically, the purpose of this study was to ascertain
the opinions of elementary school teachers on the following aspects of
unit-teaching•
1. The nature of unit-teaching at the elementary school level.
2. The types of unit and unit-teaching procedures to be used
at the elementary school level.
3. The difference between content-units and teaching-units at
the elementary school level,
4. The difference in the type of units to be used in the
respective subject-matter areas.
5. The daily time-block required for effective use of unit
teaching methodologies.
6. The topical time-block required for effective use of unit
teaching methodologies•
7. The differentiation in unit content which is required to
provide for individual differences in pupil ability and
pupil-centered interest.
&, The philosophy inherent in unit teaching•
9. The objectives to be sought in the use of unit teaching
methodologies•
10. The methods of determining pupil achievement and/or develop
ment in unit teaching situations,
11. The implications, if any* for improved teacher effective
ness and pupil learning as may be derived from the data.
Definition of terms.—For the purpose of this study, the terms
characterized below carried the meaning as ascribed to thems
1. Attitudes—Experienced qualities known as feeling tones
which are individual and personal, related to and effects
the way a person thinks or behaves in any situation^-
2» Opinion—A belief, judgment* idea, impression, sentiment,
or notion that has not been conclusively proved and lacks
the weight or carefully reasoned judgment or certainty of
conviction,^
3. Parochial—Strictly» a school supported by a parish and
serving the children of the parishioners, a school con
ducted by some church or religious group, usually without
tax support.3
■"■Lester D. Crow, and Alice Crow, Human Development and Learn
ing (New York: American Book Co., 1956), p. 80.
2Carter V. Good, Dictionary of Education (New York* McGraw-Hill
Book Co., Inc., 1959), p. 385.
3Ibid., p. 431.
4. Public school—-A school, usually of elementary or secondary
grades, organized under a school district of the state9
supported by tax revenues, administered by public officials,
and open to all.l
5. Private school—A school that does not have public support,
and one that is not controlled by public officials.2
6. Unit teaching—The plan developed with respect to and indi
vidual classroom, by an individual teacher to guide the in
struction of a unit of work to be carried out by a particu
lar class or group of learners,3
Locale and period of the study,—-fJhe locale of this study was
selected public, private, and parochial elementary schools and their
teachers in the Metropolitan Atlanta area, during the school year,
1965-1966.
Specifically, the school centers used in the study were? (a) -
William J. Scott (Atlanta Public School)| (b) Robert Shaw (Avondale
Estates, Public, Dekalb County); (c) Haugabrooks Academy (Atlanta
Private School)j and (d) Our Lady of Lourdes (Atlanta Parochial School),
Method of research,—-The Descriptive-Survey Method of research,
employing the specific techniques of the opinionnaire, and interviews,
was used to collect the data.
Subject§'«—The subjects used in this study were a selected
group of elementary teachers employed in the Scott elsmentary School,
Shaw Elementary School, Haugabrooks Academy, and Our Lady of Lourdes
School during the school year 1964-1965•
Description of the instruments,—-The description of the instru
ments used in this study follows below.
1lbid., p. 431.
2Ibid., p. 385.
op. eit., p. 587 •
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1. Opinionnaire. A specifically designed opinionnaire was con-
. structed under the direction of Dr. L* 3. Boyd and Dr. L. Ds
Graves for the purpose of obtaining the opinions and atti
tudes of teachers toward unit teaching procedures and prac
tices in elementary schools. The raajor categories of its
content were organized under the headings listed below:
(a) The nature and purpose of unit teaching
(b) Principles pertaining to the unit
(c) Characterizations of unit teaching methodology
(d) Unit paralled to program, process and activities
(e) Daily tiraebloek in unit teaching
(f) Pupil achievement in unit teaching
(g) Objectives of unit teaching
(h) Philosophy of unit teaching
(i) Functions of unit teaching
2. Interviews. A specifically designed interview schedule de-
signed to secure data to substantiate and supplement the
questionnaire data or such factors as:
(a) Miat procedures and practices were being used in
their school?
(b) How were these procedures and practices being
carried out?
(c) The benefits or advantages derived from unit teach
ing practices as used in the schools.
.—The conduct of this study used the following
procedural steps:
1* A survey of the related literature was made and a report of
it incorporated in the thesis copy,
2, Permission to conduct the study was secured fron the proper
school officials,
3. The questionnaire on opinions and attitudes towards unit
teaching, which was the basic means of collecting data, i?as
designed and validated under the supervision of staff mem
bers of the School of" Education, Atlanta University,
4« The data derived from the usable returned questionnaires i;ere
assembled into appropriate tables as dictated by the purpose
of the study. In turn, the tabular data were statistically
treated, ifith reference to the frequency and percentage of the
responses to the respective questionnaire itei>is.
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5. The findings, conclusions, implications, and recommenda-
tions derived from the analysis and interpretation of the
data were formulated and written up for inclusion in the
finished thesis copy.
Survey of related literature.—The survey of related litera
ture pertinent to the problems of "Unit Instruction" as posed by this
research was organized and presented under the following captions:
1. Definitions of the unit.
2. Philosophy of unit teaching.
3. Objectives for unit teaching.
4» The unit technique.
5. Historical development of the unit teaching concept.
6. Methodologies in unit teaching,
7. Types and characteristics of unit teaching.
Definitions of the unit—The unit procedure, properly planned
and executed, is practical, integrated, and motivating, and has become
in one form or another almost universal in the United States, Tslhipple
analyzed 110 courses in varying types of communities, urban and rural,
and found the teaching unit in use in every one.-*-
The term "unit" has been used to mean many types of things. In
teaching it is generally understood to be connected with experience and
subject matter. In some units, experience is the dominating influence,
and in others, subject matter had been made the containing or limiting
characteristic. Since subject matter is in a sense the experience of
the race, the unit may be said to be a technique for a child experi
encing and for acquainting children with experience.
-^■Gertrude Whipple, "How Can the Course of Study Improve the Use
of Geographical Material?" Elementary School Journal„ Vol.XLIII,
(November, 1942), pp. 151-159.
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Although Goodykoontz recognized the variation in definition of
the unit arid the lack of a definition in the use of the term, she indi
cated that it will continue to be described as a section of subject
matter which includes many related activities and as a unified sequence
of experiences involving related subject materials.1
Heffernam and Potter emphasized the significant concept of the
unit as a rich, challenging experience arousing curiosity, stimulating
interests, fostering the solution of problems, motivating creative ex
pressions, and involving'materials from several fields of human knowl
edge, while providing opportunities for such major skills as reading,
writing, language arid mathematics,2
Harrison states that "a learning unit is a comprehensive and
significant aspect of the environment, of an organized science, of an
art, or of conduct, which being learned results in an adaption in per
sonality«"3 This statement Indicates that the unit is comprehensive}
that in one sense it Is complete in Itself; It had fullness| it com
prises many things, not necessarily all things related to the theme or
experience but a sufficient number so that the theme is understandable.
Burton asserted that an experience unit Is a succession of edu
cational experiences arranged around a learner's problem using essen
tial "subject matter and materials and resulting in the solution of the
^■Bess Goodykoontz, "Units of Ifork and the Individual," Educa
tional Methods, Vol. XII (November, 1932), pp. 77-78.
2Helen Heffernam and Gladys L. Potter, "Adapting the Curriculum
to the Small Hural School/1 Edu^aticnajL^MetJhods, Vol. XVII (November,
1937), F* 53.
^Menry C. 1-Iorrison, '^S^Il^^BS.^^L^SS^B^^^B-^S^^S.
School, Revised Edition (Chicago; University of Chicago Press, 1931)»
pp. 24-25,
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problem and in the acquisition of learning outcomes inherent in the ex-
periences."^-
Tiegs emphasized comprehensiveness, breadth, coordination, and
interest as characteristics of the unit.-- Gaswell and Campbell stated
that the unit implies wholeness and suggests a central factor which
binds together a particular phase of instruction.^
9
Ruediger suggested that a unit is a division of subject matter,
which, when learned, gives insight into or a mastery over some aspect
of living.^-
Miehener and Long stated that "the unit is an organization of
information and activities focused upon the development of sorae signifi
cant understanding, attitude or appreciation which will modify behavior,"5
It is indicated by Bent and Kronenberg, as a succession of related activi
ties "designed to realize some dominant purpose, without respect for
subject-matter lines. The unifying basis of the unit is the central
theme or pupil interest.0 According to Wesley, "the essence of the unit
^William I-I. Burton, "Implication for Organization of Instruc
tional Adjuncts," Learnijig_and__j^truction. Yearbook, Part 1, National
Society for the 3tuc^~ofEducatio^ (Chicago: University of Chicago press,
1950), p. 220.
st ¥. Tiegs, Eig_nanager/ient of Leaniiji£_in_Uie_gleiggjrbar2;
Sgjiools (lew York: Longjnans7~3re®n~and "Co., 19"37)7p«3oT ~™~"
L. Caswell and Doak 3. Gaupbell,
(Atlanta: American Book Co., 1935)* p. 402.
. Ruediger, ^2£i^^_S-222^J£^ ^ew ^oric« Houghton
Kifflin Co., 1932), p. 244.
5jam.es A. Mchener and Harold Long, jHieJJnit in the_SQcial,
Studies (Cambridge: Harvard University Graduate~"s'chool, ^^yj"^
%. K. Bent and R. II, Kronenberg, ,PrJnjcj;gles_of_Secondary Educa
tion, (New York: McGraw-Hill Co., 1941), p. 433.
12
is the understanding which is sought and both the contents and the ac
tivities are contributory to this main purpose."^ "A unit consists of
purposeful (to the learner), related activities so developed as to give
insight into and increased control of some significant aspects of the
environment and to provide opportunities for the socialization of
pupils,"~
Schowalter emphasized the criterion of unity in connection with
his concept of the unit. Anything which Is not actually needed. If
used, does violence to the unity and significance of the experlence.3
Sister Joan and Sister Nona indicated that the unit of study is
a basis for curriculum organization and arrangement with content "drawn
from more than one subject-matter area. It provides for numerous learn
ing experiences which are unified by their direction toward a central
theme or problem.^ Smith and others defined the subject-ai&tter unit in
terms of "an arrangement of the materials and conditions of learning
that is calculated to result in the desired products of learning,"5
Very desirable products are Integration of skills resulting In accept
able behavior which reflects understanding and adaptation.
3-Edgar Bruce Wesley and Mary A. Adams,
(Boston: 3. C. Heath &
%llllam II, Bristow, "Unit Planning and Teaching," Encyclopedia
of Modern Education (Mew Yoifc The Philosophical Library of New York
Clty7"l943), p. 8ol,
^Benjamin R, Schowalter, "Mhat is the Unit?" Gurrieulum Journal,
Vol. VIII (November, 1937), p. 319,
^Sister iiary Joan, 0. P. and Sister Mary Nona, 0, P., Guiding
l (Washington, D, C: The
)Catholic University of America Press, 1944), p. 255•
-'3, Othanlel Smith, William K. Stanley and J, Harlon Shores,
t^f^i^D^t (Yonkers-on-Hudson: World Book
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In general, units may be classified into? (1) teaching end learn
ing units, and (2) resource units. Jones and Grizzell and Grinstead have
thoughtfully discussed the various classifications of units.2- Brunner,
described six types of units in directing the revision of the South Dakota
Elementary School curriculum as follows: (1) units of unplanned experi
ence; (2) units of purpose experience eventuating in subject matter (3)
generalisation units, (4) informational or skill units planned in advance
(5) subject matter units involving correlation; and (6) drill on topic
units,*
Caswell and Campbell suggested two main types of or bases for
units: I. Subject-matters (1) topical, (2) generalization, (3) signifi
cant aspects of environment or culturej and II. Experience: (1) center
or interests units, (2) pupil purpose, and (3) pupil need.3
A unit, then, is a core of experiences, related subject matter,
or both which generally comprises probleras, projects, activities, and
practices vital to its mastery, and which contributes materially to the
development of the learner's understanding, appreciation, and adapta
tion. The -unit types of study emphasize significance, comprehensiveness,
unity, sequence and interest*
Philosophy of unit teaching—During the first decades of the
twentieth century, revolutionary changes took place in the American ele
mentary school. Most of the changes are still in process. Perhaps, the
■'■Arthur J, Jones, Ed G-rizzell and Wren J. Grinstead, FrinciElgs
of Units in the Course of Study Construction. South Dakota Curriculum
Revision Program (New York: Bureau of Publications, Teachers College,
Columbia University, 1930), pp. 4-9•
2Hubert J. Bruner, The Place of Units in Course of Unit_Cgngtrug=
tion (Mew York? McGraw-Hill Co., 1939J7~P. 232.
3oaswell, oj^u^eit., p. 281,
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major force at work has been the spread of John Dewey's ideas about
education. His influences were far reaching, Dewey's philosophy
stressed the interest approach to learning! clarified the concept of
learning as an individual and continuous processj and emphasized the
school's responsibility for making it possible for children to get valu
able social education by participating as useful members of a social
group.
In connection with the concept of the place of interest in the
theory of education, Dewey has this to say:
It follows that little can be accomplished by setting up inter
est as an end or a method by itself. Interest is not obtained by
thinking about it and consciously aiming at it, but by considering
and aiming at the conditions that lie back of it, and compel it.
If we can supply an environment of materials, appliances, and re
sources—physical, social, and intellectual—direct their adequate
operation, we shall not have to think about interest. It will take
care of itself. For mind will be met with what it needs in order
to be n&nd. The problem of educators, teachers, parents, the state
is to provide the environment that induces educative or developing
activities, and where these are found the one thing needful in edu
cation is secured.-*-
Out of these teachings have grown such basic principles of to
day's teaching as;
1. Education means improving the quality of living.
2. The child can best be educated as a whole, as a unit
organism,
3. Children learn by doing.
4. Learning comes largely through sense impressions.
5« Learning depends upon the individual child's ability.
6. Learning should be gradual and continuous, not discrete.
IJohn Dewey, Interest and Effort in Education (New York:
Houghton Mifflin Company, The Riverside Press, Cambridge, 1931), P» 14.
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7. Natural social setting should constitute learning situ
ations.
8. Motivation should be intrinsic and natural, not artificial.
9. Instruction should be adapted to individual needs,
10e Teacher-pupil and inter-pupil relationships should be co
operative.
These striking changes have resulted from developments in edu
cational philosophy, in educational psychology, and in the scientific
movement in general. The scientific movement has made educators more
conscious not only of aims, but also of factual results. It has made
teachers critical of the effects of method, content, and materials of
instruction upon the individual child,
John Dewey warned three decades ago thats "practical activities
may be intellectually narrow and trival| they will be, in so far as
they are routine, carried on under the dictates of authority, and having
in view merely some external result,"! His warning today is as perti
nent as it ever was.
It is maintained that this is a highly valuable pattern of ex
perience and should be given an important place in elementary school.
Direct participation in basic cultural activities, such as that de
scribed above can give a secure background of first-hand experience by
means of which children can understand and deal with more abstract and
complicated problems.
It makes little differences how important certain content may
be from the standpoint of the culture if it is not appropriate for the
Ijohn Dewey, Democracy and Education (New lorks McMillan Com
pany, 19^), p. 319.
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children -with whom the teacher works. It is^ therefore, desirable for
teachers and other curriculum workers to collect many types of infor
mation about the children in their schools and to use this information
when formulating objectives,!
All the new trands in teaching are premised on the theory that
each child is an individual, that he learns as an individual, and should
be respected as such. Hence, the emphasis on individual initiative and
responsibility, on the importance of experiencing success, and on the
development of a healthy personality. Modern teaching respects the
self-confidence and integrity of the individual child.
Today's teaching is also much more realistic. The principles
of learning by doing, understanding before memorizing, and learning
through sense impression had been voiced as theory by forerunners of
the twentieth century revolution. Now they are being put into practice.
It is the values which democracy holds to be important that de
termine the direction of the change in human behavior which democratic
schools hope to achieve. Pursuing the point further, concerning the
basic democratic principles, Harma, Potter, and Hagaman make the follow
ing statement 5
As one analyzes the values inherent in the democratic philosophy,
four essential principles seem fundamental and to have implica
tions for unit teaching in that they provide a frame of reference
against which to evaluate school programs and practices! (1) respect
for the dignity and worth of the individual} (2) concern for the
common welfare; (3) faith in the intelligence of common men to rule
^-August Heckscher, "The Next Two Decades: Coming Changes in
American Life," Current Issues in Higher Education„ National Education
Association, 1957)* pp. 7-8.
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themselvesj and (4) belief in the use of reason and persuasion
rather than force for solving problems and settling controversies,!
During the course of a unit of work, children should have con
tinuous experience in democratic living whereby they may develop those
characteristics so desired in democratic individuals.
Objectives for unit teaehingt-An important factor in the success
of any individual or group enterprise is a clear recognition of the end,
or condition, the individual or the group is striving to achieve, Plato
says in the Third Book of the Republic that it is necessary to formu
late the ideal so that the practical can know in which direction to
move. The teacher's philosophy of education cannot be completed at any
given timej it is a living, growing one that represents her vision of
the results of her work in terms of richer lives for individuals and a
better social order. Hhether she is aware of it or not, every decision
that the teacher makes in the classroom is related to her convictions
about the worth of the individual! about the nature of the good lifej
and about the role of the school in societyj and these convictions con
stitute her philosophy of education.2
A curriculum which meets the needs of children today must not
only be based upon the characteristics and problems of our societyj it
must also be based upon the growth characteristics of children and must
satisfy the developmental needs of boys and girls. Although in any
classroom, teachers will find children at several different stages of
1-Hanna, et al., op. cit.,, pp. 63-64.
^Kenneth B. Henderson, and Harold G. Hand, "To What Extent is
the General Public in Sympathy with the Current Attacks on the Schools?"
Progressive Education, Vol. XLYI (January, 1952), p. 269.
18
development and working at different developmental tasks, they must
know the growth characteristics common to children at various ages and
tasks related to that stage of development before they can chose cur
riculum experiences which will foster good mental health and cause the
optimum amount of learning to take place.
Research has proved that fragmental learning is difficult and
that isolated facts are soon forgotten. It has also shown that learn
ing is facilitated by the meaningfulness of a situation wherein the
child sees the relationship of one experience to the larger whole. For
that reason learning experiences should be organized into large units
meaningful to the child in that he sees the relationship of the parts
and the unity of the whole.
Although an individual reacts to a situation as a whole, neither
a child nor an adult is affected by all the aspects of his environment.
Each person has selected awareness in terms of his own goal and past, ex
periences. Therefore, some content and objectives evolve from the soci
ety they are to serve, as well as from the individual. They are a
statement of the values which that society considers to be most impor
tant. As the aims of a society differ, so will its educational objec
tives vary. This difference has come into focus in recent years as
communistic and democratic educational programs have been compared.
Objectives may be stated in a general way# or they may be ex
tremely specific in terms of specific knowledge, skills, attitudes,
values, and beliefs. Herrick and others identify the functions of ob
jectives as follows*
.1. Objectives define the direction of educational development.
2. Objectives help select desirable learning experiences.
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3. Objectives help define the emphasis to be made in an edu
cational program,
4. Objectives form one of the major bases.for education.
5. Objectives provide a basis for evaluation.!
The written statement of objectives should be (a) clearly
stated, (b) limited to those objectives that the school has a reason
able chance of achieving, (c) be understood and accepted by teachers,
pupils and parents, (d) reflect social need as pupil ability and inter
est, (e) have unity and internal consistency, and (f) be susceptible of
evaluation.2
Once the objectives have been formulated and have been defined
in terms of behavior, the next step is to plan a program whereby these
objectives can be achieved. Children learn democracy only as they live
itj they develop moral and spiritual values only as they experience
them and have opportunity to generalize from their experiences. This
means that schools must provide many opportunities for children to work
together, to assume responsibility, to respect each other and to be re
spected for themselves and what they can contribute to the welfare of
the group, to experience success and failure, to share ideas and search
for truth, to solve problems scientifically, to be self-reliant and
self-disciplines, and to make ethical judgments. During a course of
unit work, children should have continuous experiences in democratic
living whereby they develop these characteristics so desired in demo
cratic individuals. The very nature of unit teaching makes it the best
lV. E. Herrick et al., The Elementary School (Englewood Cliffs,
New Jerseys Prentice-Hall, Inc., 1956)T~PP« 83-65.
2Ibid., p. 83.
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method so far devised for children to have these experiences.
Hanna, Potter and Hagaman state that the following principles
of learning have definite implications for unit teaching:
1, Opportunities must be provided for children to participate,
experience, react, and do. Learning results only from ex
perience,
2. Problem solving when the problems are real and meaningful
to the learner provides the most effective learning situ
ation,
3» Repetition or drill is needed when a response needs to be
fixed or made precise and efficient,
4, The objectives of the unit and of specific activities must
be defined in terms of the individual behavior expected,
and these must be formulated and accepted by the learner as
his goal if learning is to be effective,
5, Teachers should be aware of and concerned about the con
comitant learnings which are taking place. These are often
more important and more lasting.than the facts or skills
which the child is ejected to learn,
6, Instruction must be related to the actual life experiences
of the child and must capitalize upon them, not ignore or
run counter to them,
7, ^-"earning experiences in the unit must be provided at the
time when the child is ready for them in terms of his men
tal, physical, and social maturity. The instructional pro
gram must be based upon an understanding of each child's
ability, interests, maturation, and background,
8, Fragmented learning is ineffective and isolated facts are
soon forgotten. Children should be helped to reach gen
eralizations and to apply these to new situations,
9, Learning experiences organized into units are effective
when the learner sees the relationship of one experience
to the larger whole,
10, Since each child learns in his own way and at his own rate,
a variety of activities and instructional materials must be
provided in each unit to meet these individual differences,
U, Since individuals "learn in response to their needs and per
ceptions, not those of the teachers" experiences that allow
children to explore and discover personal meaning in a non-
threatendjig environment will be most rewarding, Problem
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solving, small group activities, and individualised in
struction have proved successful, while large groups and
lectures and content that children find unrelated and ir
relevant to their needs have not.
12, Since a child's self-concept affects how and what he will
learn, teachers need to provide an environment for learn
ing in which each child can develop a positive self-concept-
a feeling of worth, success, and importance to the group.^
The third decade of the twentieth century was a period of much
experimentation in the curriculum in the public schools. There were
several different plans and techniques proposed concerning the proper
organization of subject matter, grouping of pupils, and different types
of school organization. There seemed to be a general willingness to try
something different. The Baiton Plan and the Winnetka Plan were in op
eration in some schools with varying degrees of success being reported
with them. The Project-Problem Plan and the Herbartian Five Formal
Steps seemed to be falling in disfavor. In this rather fluid situation,
Henry C. Morrison in 1926 proposed the Morrison Technique. Relatively
speaking, it was widely accepted. Gwynn comments that during the last
quarter of a century probably the greatest single effect on the method
and technique of teaching was produced by H. G. Morrison's book, The
Practice of Teaching in the Secondary School. Umstattd states that the
most widely accepted application of the unit idea, to the secondary
school is the system of instruction based upon the philosophy and method
of Herbart and developed by Morrison.2
The unit technique—The unit is a purposeful, comprehensive and
-4lanna, et al op. cit.3 p. 60.
2john G. Umstattd, Secondary School Teaching, New Ed. (New Yorks
Ginn & Co., 1944), p. 140.
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meaningful phase of learning and study which employs many techniques of
reading, writing, speaking, thinking, and other forms of e^eriencing
as they are necessary in the attainment of essential understandings and
worth-while appreciation. It motivates enthusiasm for study and zest
for learning because it clearly and directly holds forth goals of value.
Because the activities of the unit are interesting and dynamic, children
expand great energy in achieving and in developing, improving and per
fecting related skills and abilities.1
In the unit, a learner reads many sources necessary to his pur
pose, books, periodicals, encyclopedias, and bulletins under a drive to
appreciate, to understand, to evaluate, to organize, and to create.
Mastery is achieved because of the inherent values evident in the work
and visible in the objectives which are learned and improved because
they are essential to highly efficient accomplishment of desirable goals.
The pmpil learns through intensive participation and experiences to un
derstand and to organize materials in relation to purpose. The National
Catholic Education Association committee in its "Report of Progress" af
firmed that a pupil learns through his own activities not by being
sprayed with ideas.2
The unit method has been criticized because it teaches many
skills and knowledge incidentally} nonetheless, the value of such learn
ing is not to be disparaged. Incidental learning is highly valuable
^James A. Fitzgerald, and Patricia G. Fitzgerald, Methods and
Curricula in Elementary Education (Milwaukee: The Bruce Publishing Co.,
1955), p. 276.
2"Report of Progress of the National Catholic Educational Associ
ation Committee on the Reorganization of the School System," national
Catholic Education Association Bulletin (4040: November, 1943)* p. 143.
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and the greater the incidental learning of skills and abilities the
lighter will be the load of drill and practice required to master and
perfect them. True, all educational skills will not be learned in the
unit procedure, but no affirmation that they can be learned has ever
been made by a competent authority. Nor can they be mastered solely by
any combination of drills. The unit technique is only one approach to
understanding! although it is one of the best general learning methods,
it should be supported by other methods such as the project, practice,
and drill. In many ways the unit is the most ideally cooperative and
dynamic teacher-pupil procedure in achieving the objectives of educa
tion.!
Learning is not solely reading, spelling, writing, or figuringj
it is an integrating process which employs such tools productively in
working and studying. It is most fruitful when the learner is in a life
situation, in or out of school, answers questions, solves problems^ con
structs objects, investigates and evaluates his objectives. In life,
these activities are generally carried on energetically because the
learner obtains answers, solutions, and understandings which he requires.
In school, learning should be no less fascinating, dynamic, and meaning
ful. Effective learning requires purpose, interesting activity, and
recognizable outcomes. These a well selected and properly conducted
unit will supply.
Saucer emphasized the importance of a careful selection of ex
periences and the proper guidance of the learner in the situations which
■'•Adams, op. cit.» pp. 98-99.
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call for thoughtful reactions.1 The experiences in school may be dead
ening or they mey be enlivening. Through the unit, enlightening situ
ations are provided for organizing knowledge and developing studious
behavior.2
Historical development of the unit teaching concept—Methods and
procedures of instruction in education have been influenced by the work
of Johann Friedriek Herbart (1776-1841) and his immediate followers.
Umstattd, for instance, states that the framework of the unit may be
traced to Herbart and his Herbartian Movement! Lois Goffey Mossman
dates the beginning of fonnal lesson planning from the Herbartian Move
ment. Charles DeGarmo wrote, 'We are indebted to Herbart, perhaps more
than to any other man, for a series of fine observations giving clear
ness and certainty to the procedure of instruction."3
To maintain that concepts of the unit and unit teaching began with
Herbart's ideas on psychology and education would not only be an
injustice to others, but would be inaccurate as well. Nonetheless,
most of the writing on the history of the unit as conceived and
practiced in the nation's schools today starts at this point .4-
Prewett, whose study is the one which deals specifically with the
history of unit teaching begins with the Herbartian Movement.5
%. A. Saucier, Theory and Practice in the Elementary School,
Revised Edition (New York: MaGmillan Co., 1954), pp. 40-41.
%. D. Cummins, Principles of Educational Psychology (New York:
Ronald Press, 1937), p. 333.
3charles De Garmo, Herbart and the Herbartians (New York: Charles
Scribner's Sons, 1395)* pp. 74-75.
4-Earl Waldo Steininger, Jr., Unit Teaching Practices in Elemen
tary Schools (unpublished Doctorte dissertation, University of Illinois,
19597^™"
^Clinton R. Prewett, "The Development of the Unit Method of
Teaching from the Herbartian Movement to the Present" (unpublished
Doctor8s dissertation» University of North Carolina, 1950)
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Krumbiel, tracing the development of the activity movement in
the United States, says, the word activity in this thesis will mean a
large learning situation sometimes referred to as an experience, unit,
project, enterprise, center of interest or central theme initiated by
children under teacher guidance to achieve individual and social ends
which children consider worthy and desirable and which envolves a large
number of different kinds of experiences and many knowledges.1
Herbart's original four steps, or stages in instruction and
method, to which his followers later added a fifth step, were based upon
his psychology and philosophy.
Ilerbart taught that the soul originally has no content whatever.
He called it a monad of real. The senses are the gateway through
which coraes mental life. This real is capable of but one sort of
activity, that of entering into relation with the external world
through the medium of the nervous system, in its efforts at self-
preservation, in resisting the impacts of presentments. The re
sultants of such experiences are called ideas, or, iaore precisely,
the stuff of which ideas are made. It is by such ideas that the
individual grows. These in turn become the active agents of the
individual. They are the source of activity. The process by which
a new presentation finds its proper place in the aggregate already
built up and in turn modifies it, is called apperception, from which
we get the notion of appereeptive mass. The kind of quality of this
depends upon the kinds of ideas acquired, which in turn depend upon
what has entered through the senses. Ideas once acquired tend to
react to ideas similar in kind and to repel those dissimilar, pres
entations through the senses are then the elements of mental life.^
The educational implications of Herbart's theory of the mind and
of learning was the supposition that a background of experience already
well organised in the mind, made possible the assimilation of new ideas
which could never otherwise be learned. The teacher's responsibility in
view of this theory was two fold: the division of the material of
LGwynn, op. cit., p. 187.
~De G-aruo, op. pit., p. 12.
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instruction into method-whole, and the planning of a psychological way
of presenting this material,
Herbart only suggested what his followers later developed and
used extensively in explaining the proper procedure for or stages, in
instruction and method. These were,
1, Clearness—clear presentation of ideas,
2. Association of ideas,
3 • System,
4, Method*
Draper, in discussing the Herbartian steps, says, "this proce
dure can be designated as the influence which determined the first de
parture from the old textbook and recitation method in the United States,
J, Minor Gwynn states that "during the last part of the nineteenth and
the first part of the twentieth century, the psychology of Herbart was
dominant in the field of education,"2 Gwynn further points out that al
though Herbartianism temporarily fell into disfavor during the twen
tieth century, due in part to the rise to popularity of Thorndike's psy
chology of the learning process, it has since regained an acceptance
status among educators because Gestalt psychology tends to support some
of the essential tenets of Kerbartianism, For this reason, Gwynn says,
"the modern activity movement tends to reconstruct methods along lines
similar to Herbart's technique."3 it thus appears that Herbart and the
3-Edgar M. Draper, Principles and Technique of Curriculum Making
(New York: D. Appleton-Century Co., Inc., 1937)* p. 406,
2John Minor Gwynn, Curricular Principles and Social Trends, Re
vised Edition (Mew York: Macmillan Co,, I960), p. 180.
3lbid., p, 180,
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Herbartian Movement had great influence on methodology in education in
the United States from about l$90 to 1920j furthermore, that influence
has continued to the present time, at least to some extent.
Methodologies in unit Teaching—The old traditional pattern of
curricular organization and teaching procedure was inadequate in the
light of the different psychological, philosophical, and sociological
concepts regarding education in the twentieth century. It could be
postulated that the many plans that evolved in the first quarter of the
twentieth century concerning teaching procedure and curricular organi-
zation represented in the maim transitional stages in the evolving pat
tern of unit teaching. Umstattd, in discussing these various plans,
comments in the following manner:
The main point which all the recent developments have in common is
that they are applications of the unit. Each, therefore, is a con
tribution toward the development of a significant idea in educational
theory and practice. That the contributions are strikingly similar
does not in any sense disparage them. All were serious attempts to
improve our instructional practices. Together they have brought the
unit idea to its present stage»1
Unit teaching first came into educational discussion about 1926.
Probably the greatest single effect on the method was produced by H. C.
Morrison's book, The Practices of Teaching in the Secondary School.2
The "Morrison" or "Unit" method of teaching is generally and widely used
at least in name. The National Survey of Secondary Education in 737
schools, or nearly nine per cent of the 8,594 schools which were in
vestigated indicated some use of the Morrison Plan.3 These findings
Ijohn G. Umstattd, Secondary School Teaching* New Edition (New
York: Ginn and Co., 1944), p. 15.
2h. G. Morrison, The Practice of Teaching in the Secondary
Schools (Chicago: The University of Chicago Press, 1929), p. 1&6.
■'C m. Meadows, Jr., "The Morrison Plan in Science," Clearing
House, Vol. XIV (May, 1936), pp. 554-574.
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are supported by the following statement:
"It, the unit assignment, is a prominent characteristic of at
least eleven plans, methods or techniques which have been allotted ex
tended space in educational literature and which considered collec
tively, are widely practiced."1
It appears that the Morrison Plan is important in the develop
ment of unit teaching. In the first place it is directly related to the
methods advocated by Herbart, to whom some credit the origin of the
frame-work of the idea of unit teaching.2
Like most of the other plans for teaching procedure, Morrison's
five steps apply to the actual teaching learning situation and conse
quently are not understood when separated from their total contest.
The "mastery formula" referred to by Morrison was, Pretest, teach
test result, adapt procedure, teach, and test again to the point of ac
tual learning. All units were to be taught in accordance with this tech
nique .3
Morrison's five steps became the teaching procedure by which the
essential understandings of the unit were to be mastered. Hie procedure
bears some likeness to the Herbartian five formal steps.
Gwynn contrasts the Herbartian Steps and Morrison Steps as follows:
Herbartian Steps
1. Preparation for receiving new ideas.
1Arthur F. Corey, "The Unit Assignment," Clearing House, Vol. 14
(May, 1935), pp. 543-546.
2Umstattd, op. cit., p. 140.
3lt>rrison, op. cit., p. 81.
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2. Clear presentation of ideas, association,
3, Association of ideas.
4, Classification of ideas,
5. Application of ideas,
Morrisonian Steps
1, Exploration for the field to be studied,
2, Preparation of findings.
3, Assimulation •
4, Organization of materials.
5, Recitation,
The net result of the considerable experience with the various
plans probably contributed to the growing feeling among educators that
the proper organizational pattern of teaching and learning was some pro
cedure that combined features of both individualized instructional plans
and mass educational patterns.
It is possible that many educators saw in the unit-procedure the
pattern of organizing teaching and learning that was acceptable from a
psychological standpoint and was also flexible enough to allow as much
individuality as the teachers and pupils deserved to put into such a
procedure.
That the classroom teachers as well as the specialists in teach
ing theory were receptive to the unit idea from 1926 on is indicated by
the following:
This concept of the unit (comprehensiveness and significance as
defined by Morrison) was seized upon by social studies teachers as a
cure for aU ills of the social studies curriculum. To say that the idea
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spread rapidly would be putting the matter very mildly, according to
Rollo M. Tyron, "It simply swept the country during the three years fol
lowing 1928. By 1932 it was a rare happening for a course of study in
the social science to appear that did not make use of the unit of under
standing ideas."!
Types and characteristics of the unit—The characteristics of
the "unit" as given by the various writers are more alike than is first
apparent. In the first place all recognized a core or theme or some
thing else around which classwork pupil experience and the like are or
ganized. The first listed by Gwym, clearly states the possibility that
the unifying theme may be based upon the purpose and experience of the
children. In the second place, all provide for individual differences
as to interest capacities and needs.Immediately below, let us examine
several of the more accepted sets of criteria for the "unit" by leading
experts.
Gwynn is more specific and tends perhaps to follow Morrison
more closely than Alberty and Lee and Lee. Lee and Lee in their fifth
criterion appear to be very close to Morrison's thinking in regard to
units being concerned with some significant aspect of the environment.
In the sense of indicating direction to the teacher as he at
tempts to teach according to unit procedure the characteristics of the
unit as outlined by Gwynn appear to be most specific, those of Alberty
•4l. James Quillen, and Lavone A. Hanna, Education for Social
Competence (New York: Scott Foresman and Co., 1948)» p« 108. The quo-
tation by Tyron comes from Rollo C. Tyron, The Social Studies as
School Subjects., Report of the Commission on the Social Studies of the
American Historical Association, Part XI (New York: Charles Scribner's
Sons, 1935).
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most general. All these characteristics are indicative of the trend,
which was mentioned earlier as apparent in 1940, to discuss the unit in
terms of its characteristics. These somewhat would appear to apply,
regardless of whether the unit was slanted in the direction of the "ex
perience unit" or the "subject-matter unit."
These characteristics of the unit are presented as representa
tive and indicative pf the current thinking of the writers in curric
ula organization and teaching theory in regard to the unit. These
characteristics coming approximately sixty years after the publication
of McMurrayis, The Method of the Recitation (1897)» represent perhaps
a synthesis of much of the thinking in regard to the unit during this
time, as can be seen by an examination of the illustrative sets of cri
teria below.
Lee and Lee (I960)
1. Problem-centered.
2. Involved with many areas of knowledge.
3. Develops understanding of the interrelatedness of
knowledge.
4. Deals with significant knowledge and understanding.
5. Deals with materials and understandings of concern to
the child,
6. Directed towards the development of concepts and under
standing as well as the acquiring of knowledges and
skills.
7. Set up to obtain changes in the behavior of children
which will result in more effective living for them.
8. Planned with the understanding of how learning takes
place,
9. Planned and developed co-operatively by pupils and
teachers.
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10. Uses a wide selection and range of resources,
11. Provides for a wide range of experiences,
12. Provides for continuous as well as culminating evaluation,
13. Contributes to the total development of the child,
14. Provides for continuity in the development of the child.1
Gwynn (I960)
1. The unit has a central theme, around which class work
and activities revolve,
2« By its very nature the unit involves more than one
method,
3, The unit makes use of different kinds of learning ac
tivity on the part of the pupil through provision for
well-balancedj
a. Large group activity,
b. Small group activity,
c. Individual classroom group activity work,
4, It has these common characteristics in its structure,
a, A pretest.
b, A final test.
c, An overview,
d, A synthesis of summary by the pupil of some signifi
cant aspect of the unit,
5.» It requires careful preparation in advance by the
teacher.
6, It requires that ample supplementary reference and
source material be available for pupil use in either
the school library or in the classroom.
lj. Murray Lee and Doris May Lee, The Child and His Curriculum
Third Edition (New Yorks Appleton-Century-Crofts Inc., I960;, pp. 174-175.
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7. It employs many types of audio-visual aids and ma
terials .1
Alberty (1947)
1. Unit teaching recognizes that learning takes place in
terms of wholes rather than fragments,
2« Unit teaching recognizes that learning takes place
most effectively when there is understanding and ac
ceptance of goals to teach and when there is full and
free practice in planning for the attainment of those
goals.
3. Unit teaching recognizes the meaning for providing
individual difference in rates of learning.
4. Unit teaching provides a sound basis for evaluation.2
A superficial analysis of the various unit plans of teaching
may lead to the conclusion that they are essentially alike except for
terminology. The unit plans do possess a certain similarity that all
of them recognize larger units of learning than that of the daily reci
tation and are therefore characterized by the long-term assignment.
Since 1940, if curriculum theorists have attempted to classify
units according to type at all, they have classified them generally
speaking as either "experience units" or "subject-matter units." The
following is a generally accepted definition of a subject matter unit:
The subject-matter unit is essentially a large body of subject matter
knowledge, facts, and skills—the constituent part topic or problem.
It is this relationship to a common point-of-reference that pro
vides the element of unity. The fact that the teacher, rather than the
pupils, selects the point-of-reference around which the unit is to be
iQwynn, p_p_.,_cit,, pp. 201-202.
2Harold Alberty, Reorganization of the High School Curriculum
(New York: Macmillan Co., 1953), pp. 242-247.
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developed distinguishes this type of unit from the experience units.
Most definitions of the unit in the 1950's still have the two
main points embodied in the Morrisonion definition: (l) something im
portant to be learned, (2) subsequent desirable changes in pupil behav
iors.
The characteristics of subject-matter units as stated by Hopkins:
1. The unit is prepared in advance of teaching it, or in advance
of learning the subject matter by pupils.
2. The subject matter selected is usually organized from simple
to complex.
3. Subject matter units are usually taught in a relatively short
time.
4. Subject matter of a subject unit is always prepared in retro
spect ,
5. Adults who make subject matter units usually rely upon books
as the resource for teaching and learning.
6. •L'he teacher controls the process, which means the purpose,
materials, methods, sequence and final results.
7. The teacher knows the end to be achieved before he begins to
teach.
8. '^he subject, matter unit usually closed with a backward look.
9. '$he subject matter unit is based upon the additive conception
of learning. ^
An experience unit is a series of educative experiences organized
around a pupil purpose, utilizing socially useful subject matter and ma
terials, resulting in the achievement of the purpose, and in the acqui
sition of the learning outcomes inherent in the experience.2
1l. Thomas Hopkins, Interaction: The Democratic Process (Boston:
D. C. Heath and Co., 1941), p. 190.
2william H. Burton, The Guidance of Learning Activities (New
York: D. Appleton-Century Co., Inc., I960), p. 244»
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An examination of the characteristics of these two types of
units reveals the rationale behind the trend to discuss units in terms
of their purpose, rather than to categorize them into types.
Characteristics of the experience unit ares
1, An experience unit begins with a felt need of an indi
vidual or group of individuals.
2, The view-point in the experience unit is that of a
group of individuals facing a situation, not looking
back upon a situation that has already been lived
through.
3. Experience units cut across subject lines.
4, Experience units are characterized by a great variety
or types of activities of learners,
5. The experience unit is centered in the present, since
it always begins with the present needs of individuals.
6. In an experience unit there is no fixed-in-advance,
standardized method.
?. The experience is organized around the developing pur
pose of experience,
8, The experience unit reveals new needs to be met and new
interests to be explored,
9. There are no fixed learnings required of everyone.
10. An experience unit is always written after the experi
ence.
11. An experience unit usually closes with a forward rather
than backward look.
12. An experience unit is based upon the integrative con
ception of learning.1
Experience units—When a unit of study is developed around some
broad area of living of the children, about which they are aware, inter
ested, and concerned, it may be described as an "experience-unit," It
id., p. 245.
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grows out of the children's many experiences and is developed through
direct as well as vicarious experiences. The unit usually involves
problem solving, the problems being actual concerns of the children
themselves who not only study about the problems but take steps toward
their solution. They work toward goals that are real and meaningful to
them. Such units may be about problems related to children's clothingj
communicationj safety; or conservation of natural resources in their own
vicinity or region.
The distinction between subject-matter units and experience
units is in part arbitrary. The terms are useful to the extent that,
in given situations, they indicate the instructional emphasis to be upon
organized subject matter or to be upon the total experience of the learn
er. Again we must beware of the either-or interpretation. The actual
instructional organization developed by a teacher must of necessity use
subject-matter and also experience.1
All types of instructional organizations, regardless of emphasis
will be effective to the extent that they are planned to reflect life
needs. Needs will be immediate and felt, but they will also be remote
and have to be called to the pupil's attention.
Resource unit—Another type of unit, the resource unit, should
be mentioned as having come into use in the last twenty-five years. It
will be shown that it is not coordinate in comprehensiveness or function
with either the experience unit or the subject matter unit. As the name
implies, the resource unit is a "resource" from which teachers may draw
■^•Hopkins, op. cit., pp. 245-249*
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materials to be used in unit plans for their particular learning group.
Klohr's comprehensive study of resource unit is defined in this study
as a source of ideas, materials, and procedures to help a teacher in
preparing a learning unit.1
Often a resource is the product of a committee of teachers pool
ing their best ideas and then assigning one teacher the responsibility
of organizing the materials and doing the final writing. In this way a
school system can build a file of units that all teachers can use and
that saves its teachers endless hours of research and study.
Resource units have the following characteristics:
1. They are written to the teacher and are for his use in
planning with the children.
2. They are organized for quick and easy use, usually ac
cording to types of activities, sub-problems or topics,
or objectives.
3. They contain a wealth of material and suggest a good
many activities from which the teacher makes a selec
tion. No one teacher is ever expected to use all the
suggestions in a resource unit with a group of children.
4. They are written with no particular group of children
in mind although usually they are written for an age
group, for example primary, intermediate, junior high
or senior high. However they may be written for a
particular grade level and some contain material suit
able for a wide age span.2
The historical background, description, and use of the resource
unit is wen stated by Krug:
Roberts Klohr, "A Study of the Role of the Resource Unit
in the Curriculum Reorganization of Selected Secondary Schools" (unpub
lished Doctoral dissertation; Columbus: Ohi© State University, 1948).
p. 11.
Edward A. Krug, Curriculum Planning (New York: Harper and
Bros., 1957), p. 160.
38
This term (Resource unit) and the type of material to which it
applies grew up in the early workshop of the Eight-Year Study of
the Progressive Educational Association. Curriculum-consultants
from the staff of the Eight-Year Study made frequent visits to the
participating schools. They urged pupil-teacher planning and the
exploration of student needs and interest. The participating teach
ers felt a need for specific guides to pupil-teacher planning and
the exploration of student needs and interest. When they came to
the summer workshops of the Eight-Year Study, they wanted to get
something down on paper for their work in the class rooms the fol
lowing fall. Out of this evolved the preparation of what was then
known as the source unit, which later came to be called a resource
unit.l
A resource unit, then, is simply a collection of suggested
learning activities and materials organized around a given topic to be
used as a basis for teacher's preplanning.
Social crises and curriculum change—The precurrent pattern of
the development of crisis within our society has tended to cause a fo
cusing of attention on the public schools with a critical eye. This is
as it should be because the public is not an island in the society it
serves. Its dual nature that of transmitting established cultural ante
cedents and that of building new cultural patterns, imposes upon the
school the responsibility for integrating and unifying all cultural and
social developments.
History is replete with examples of crises which have brought
pressure, both bad and good, to beat upon the schools. During the last
decade, the crises of war, technological advance, ideal©gical conflicts,
human dn civil rights, population expansion, and the persistent and of
ten explosive manner in which these issues have been generated have
plaeed upon the schools a responsibility never before equaled in magni
tude and urgency. These forces have caused education to react in a
■4[rug, Ibid., p. 162.
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typical short-sighted, vigorous fashion. The results have produced a
variety of curriculum developments and organized schemes of instruction
often regarded as educational panaceas often times current educational
developments have given emphasis to the reorganization and extension of
content with little regard for changing approaches to methodology as
necessitated by current theories of learning.
Ihile courses have been modified, little attention has been di
rected toward the improvement of methodology since the late nineteenth
and early twentieth century. The challenging conflict among such psy
chologists and philosophers as Herbart, Watson, Thorndike and Dewey
gave strength to the adoption of the Gestalt theories of role insight
and organized wholes in learning.^ Tne Gestalt school supported the
validity of Herbart's interpretation of the self as a unit and his idea
of many sidedness in learning. The procedures for teaching which were
advocated by the followers of Herbart attempted to mold the perform
ances of children into stereotyped patterns and have continued to domi
nate practice in the school of today.
The historical development of unit teaching reflects various
interpretations and terminology during the past several decades. It
was first used by Morrison in 1926 to refer to a type of independent
work assignment. Since then the literature has been filled with such
terms as: "subject-matter units,11 "experience units,n problem units,"
and with untold other names. Fortunately, most educators today have
Ijohn B, Ghas©, Jr, and James Lee Howard, Changing Concepts of
Unit Teaching (North Carolina: University of Worth Carolina, 1962),
pp. 181-187.
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stopped trying to draw fine distinctions and recognize only two cate
gories—resource units and teaching units. Curricular offerings in to
day^ elementary schools provide for the utilization of resource units
or "source volumes," as Burton describes them. These are usually com
piled by committees of teachers, and are sources of motivating devices,
materials, references, and learning experiences which are used by the
individual teacher. The teaching unit can be defined as the actual ex
periences that the teacher develops in his classroom,
Johann F. Serbart. (1776-1841)» influenced modern elementary
education in a slightly different fashion. Herbart was a scholar, a
man who approached education in s systematic manner, with the emphasis
on system. He rejected many earlier and then current philosophies of
education, such as those expounded by Locke, Rousseau, and Pestalozzi,
and the essential content of true education,1
Herbart stressed a format for methods of teaching. H@ believed
that: "Pedagogy is the science which the teacher needs for himself, but
he must also be master of the science for imparting his knowledge.11^
He believed that "instruction must universally point out, con
nect, teach, and philosophize.8^ Today whenever one finds a teacher
using the inductive approach to learning, one usually can identify, to
some degree at least, Herbart's steps of preparation, presentation, com
parison, and conclusion. As a result of the current pragmatic emphasis,
^J. P. Herbart, The Science of Education* translated by Henry M.
and Emmie FeUcin (Bostons D. G. Heath & Company, 1900), pp. 78-93.
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we have added "application" to the four basic steps outlined by Herbart.
The Herbartian influence was brought to this country by American
educators who studied at Jena, for Herbartrs followers carried on his
ideas in many German universities long before his death. The American
supporters were so enthusiastic that on their return to this country,
they organized the National Herbartian Society (1895) which later be
came the National Society for the Study of Education.
Summary of related literature.—The literature pertinent to this
study is summarized in the paragraphs below.
The term unit has been used to mean many types of things. In
teaching it is generally understood to be connected with experience and
subject matter. Some authors recognized the variation in definition of
the unit and the lack of a definition in the use of the term. They in
dicated that the unit will continue to be described as a section of sub
ject matter which included many related subject materials. The unit as
described by Hefferman and Potter as a rich, challenging experience
arousing curiosity> stimulating interests, fostering the solution of
problems, motivating creative expressions, and involving materials from
several fields of human knowledge. Morrison describes a unit as a com
prehensive and significant aspect of the environment, of an organized
science, or an art, or a conduct which being learned results in an adap
tion in personality.
The unit has also been defined as a succession of educational
experiences arranged around a learner's problem, using essential subject
matter and materials and resulting in the solution of the problem and in
acquisition of learning outcomes inherent in the experiences. The unit
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has been characterized as emphasizing comprehensiveness, breadth, co
ordination and interest. It is also a division of subject matter,
which when learned, gives insight into or a mastery over some aspect of
living.
The types of units found in the literature were: teaching and
learning units, resource units, units of unplanned experience, units
of purpose experience, subject matter units, resource units, and experi
ence units. A unit, then, is a core of experiences, related subject
matter, or both which generally comprises problems, projects, activi
ties and practices vital to its mastery, and ifhich contributes mate
rially to the development of the learner's understanding, appreciation,
and adaptation.
rJ-hQ philosophy of unit teaching has been e^qpressed as : stress
ing the interest approach to learningj clarifying the concept of learn
ing as an individual and continuous process5 and emphasizing the
school's responsibility for making it possible for children to get valu
able social education by participating as useful members of a social
group.
The objectives for unit teaching should b©j clearly stated,
limited to those objectives that the school has a reasonable chance of
achieving, understood and accepted by teachers, pupils and parents, re
flect social need as pupil ability and interest, have unity and inter
nal consistency, and be susceptible of evaluation.
Influence on the development of the sequential steps in unit
teaching dates back to Herbart and Morrison: The Herbartian steps of
unit teaching are: (1) preparation and receiving new ideas, (2) clear
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presentation of ideas, (3) association of ideas, (4) classification of
ideas and (5) application of ideas. The Morrison steps are; (l) colo
ration for the field to be studied, (2) preparation of findings, (3)
assimilation, (4) organization of materials and (5) recitation.
The characteristics of the unit as given by various writers are
more alike than is first apparent. In the first place all recognized a
core or theme around which elasswork, pupil experiences and the like are
organized.
There are many types of units—but one, the resource unit is a
written document containing a collection of materials, resources and
activities organized around a given topic or problem which a teacher
uses in planning and developing a unit of work with his students, A
resource unit is pre-planned and is not designed to serve as a ready
teaching unit. Materials and ideas found in resource units are placed
there by individuals or committees that develop the unit because of the
belief that they are likely to be helpful to any teacher who is plan
ning instruction in the area designated by the topic.
Many persons are credited with the development of the philoso
phy of unit teaching. The first decades of the twentieth centuy ex
perienced the spreading of John Dewey's ideas about education. Another
was H, C, Morrison. He was epitomized by the 100 per cent mastery
principle and the pretest, teach and retest formula in the operation of
unit teaching.
CHAPTER II
PRESENTATION AM) ANALYSIS OF DATA
Organization and treatment of data,—The data for the purpose of
this research as obtained from the responses of teachers, in a group of
selected schools, to a nine page questionnaire, will be presented in
this chapter.
The questionnaire was distributed to teachers in private, pub
lic and parochial elementary schools in Atlanta, Georgia, The data de
rived from the responses to the questions are organized around a total
of 2. tables and are presented herein.
Mature and purpose of unit teaching,-—The data on the nature and
purpose of unit teaching as indicated by the true and false responses to
pertinent questions by the ninety teachers in selected elementary
schools of Metropolitan Atlanta are presented in Table 1, page 45 •
True responses—The true responses to the questions on the na
ture and purpose of unit teaching ranged from a low of 15 or 16.7 pe?
cent for "the principle that Gestalt psychology holds that parts of a
learning situation have separate meaning and are not related to the
whole" to a high of 82 or 91,1 per cent for subject-matter units are of
various types, such ass topical, content, resource, or problem-approach.
The other true responses which ranked high were as follows? eighty or
88.0 per cent for "the principle that Gestalt psychology hold that the
total learning situation is determined not merely by the sum of elements
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Unit teaching procedures are more comprehensive
in scope than other methods of teaching.
Gestalt psychology holds that the total learn
ing situation is determined not merely by the
sum of elements which comprise it but rather
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ent parts.
Gestalt psychology believes that the parts of
a learning situation have separate meaning
and are not related to the whole.
The unit of work is an educational panacea.
Subject-matter units are of various types
such as topical, content, resources, or
problem approach.
All activity movements stress the organization
of the curriculum into socie types of units.
The activity curriculum places emphasis upon
things to be done which vitalise and/or enrich
the teaching-learning situation.
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which comprise it, but rather by the relatioiship which exists among
different parts." Eighty-one per cent or 90.0 per cent for "the activity
curriculum places emphasis upon things to be done which vitalize and/or
enrich the teaching learning situation, "The other low ranking responses
were: 48 or 53«3 per cent for "the unit of work is an educational pana
cea," and 63 or 70.0 per cent for "unit teaching procedures are more com
prehensive in scope than other methods of teaching«M
False responses—The false responses to the question on the na-
and purpose of unit teaching ranged from a low of 5 or 5*6 per cent
each for subject-matter units are of various types, such ass topical,
content, resource, or problem-approach and the activity curriculum places
emphasis upon things to be done which vitalize and-or enrich the teaching-
learning situation to a high of 71 or 78.9 per cent for "Gestalt psychol
ogy holds that the parts of a learning situation have separate meaning
and are not related to the whole." Other false responses which ranked
high were: 37 or 41»1 per cent for "the unit of work is an educational
panacea," and 26 or 28.9 per cent for "unit teaching procedures are more
comprehensive in scope than other methods of teaching." Wiereas, other
low ranking false responses were: 7 or 7.8 per cent for Gestalt psychol
ogy that holds that different parts of the learning situation and 10
or 1181 per cent for the core curriculum developed as a reaction against
the piece-meal learnings accumulated from separate subjects.
Mo responses—The respondents not answering from 1 or 1.1 per
cent to 5 or 5.6 per cent with 2 fro 2 or 2,2 per cent, 2 for 2 or 3*3
per cent, and 2 for 4 or 4.4 per cent of the respondents not responding
to the items.
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Summary.—The rank-order in which the respondents correctly
identified the basic principles pertinent to the nature and purpose of
unit teaching was as follows: (1) "subject-matter units are of various
types such as topical, content resources or problem approach," (2)
"the activity curriculum places emphasis upon things to be done which
vitalize and/or enrich the teaching learning situation," (3) Gestalt
psychology holds that the total learning situation is determined not
merely by the sura, of elements which comprise it but rather by the re
lationship which exists among different parts" and (4) the core cur
riculum developed as a reaction against the piece-meal learnings accu
mulated from separate subjects. The frequency and per cent of responses
to the respective items ranged downward from 82 or 91.1 per cent to 78
or 86.7 pel" cent.
The rank-order in descending magnitude, with which the re
spondents made incorrect identification of the basic principles which
pertain to the nature and purpose of unit teaching and/or methodology
was as follows: (1) "All activity movements stress the organization of
the curriculum into some types of units," (2) "The unit of work is an
educational panacea," (3) "Unit teaching procedures are mare comprehen
sive in scope than other methods of teaching," and (4) "Gestalt psy
chology believes that the parts of a learning situation have separate
meaning and are not related to the whole.". The frequency and per cent
of responses to the respective items ranged downward from 67 or 74.4 per
cent to 15 or 16.7 per cent.
A summary of the data in Tabe 1 would appear to indicate that
the niney (90) teachers had a modest knowledge and/or understanding
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about the nature and purpose of unit teaching methodology; for 71»2 per
cent of them made correct responses to the items as compared to 25.4
per cent who made incorrect responses, and 3»3 P©*1 cent of them who did
not make any reaction of identification of the items.
Characterization of unit teaching—The data on the characteri
zation of unit teaching as indicated by the responses of the ninety
teachers in selected elementary schools of Metropolitan Atlanta are
presented in Table 2, page 49*
Teaching unit—The responses to the questions on the characteri
zation of unit teaching ranged from a low of 5 or 5«6 per cent for the
"ability to express oneself effectively, orally, and in writings to
understand the communication of others by listening and reading,11 to a
high of 35 or 38.9 per cent for "one planned for a specific group of
pupils in a participating school and for a definite time." Other re
sponses which ranked high were as follows: 15 or 16,7 per cent charac
terize unit teaching as "focusing attention upon large bodies of infor
mation or subject matter to be acquired and understood!" 10 or 11.1 per
cent felt that"unit teaching employs the traditional method of teaching
while gathering organized knowledge," and that unit teaching "considers
individual differencies." The other low ranking response was 7 or 7.8
per cent for feeling that in teaching a unit, "the unified principles
lie within the body of the subject matter."
Fundamental skills—The responses to the characterization of
unit teaching as developing fundamental skills ranged from a high of
50 or 55.6 per cent for "the ability to express oneself effectively,
orally, and in writing; to understand the coamunication of others by
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listening and reading to calculate," to a low of 3 or 3.3 per cent for
"the unified principles lies within the body of the subject-scatter."
Other responses which ranked high were as followss 10 or H.1 per cent
felt that fundamental skills could be developed in unit teaching byj
"focusing attention upon large bodies of information or subject-matter
to be acquired and understood," "employing the traditional method of
teaching while gathering organized knowlegde" and "consider individual
differences." The other low ranking response was 7 or 7.# per cent felt
that fundamental skills could be developed through unit teaching because
in unit teaching one plans for a specific group of pupils in a particu
lar school and for a definite time.
Subject-matter unit—The responses to the characterization of
unit teaching as developed through a subject-^natter unit ranged from a
high of 30 or 33.3 per cent for "focusing attention upon large bodies of
information or subject matters to be acquired and understood," to a low
of 6 or 6.7 per cent for the "ability to express oneself effectively
orally and in writing? to understand the conmunication of others by
listening and reading to calculate." The other high ranking responses
were as follows: 20 or 22.2 per cent for "one planned for a specific
group of pupils in a participating school and for a definite time," and
"here the unified principles lies within the body of the subject-matter."
Other responses were 15 or 16.7 per cent for "employ the traditional
method of teaching while gathering organized knowledge," and 10 or H.1
per cent for "consider the individual differences."
Experience unit—The responses to the characterization of the
experience unit ranged from a high of 45 or 50.1 per cent for "consider
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individual difference" to a low of 5 or 5.6 per cent for "ability to ex
press oneself effectively, orally, and in writing; to understand the
communication of others by listening and reading to calculate." Other
responses were as follows: 10 or H.l per cent checked "focus attention
upon large bodies of information or subjectnnatter to be acquired and
understood," "here the unified principles lies within the body of the
subject-iuatter" and "employ the traditional method of teaching while
gathering organized knowledge." Six or 6.7 per cent checked "one plan
ned for a specific group of pupils in a participating school and for a
definite time."
Content unit—The responses to the characterization of unit
teaching as a content unit ranged from a high of 33 or 36.7 per cent for
"here the unified principles lies within the body of the subject matter,"
to a low of 7 or 7.8 per cent for "one planned for a specific group of
pupils in a participating school and for a definite time," Other re
sponses were as follows: 15 or 16.7 P©r cent characterize content unit
as: "focusing attention upon large bodies of information or subject mat
ter to be acquired and understood," and "employing the traditional method
of teaching while gathering organized knowledge." Thirteen or 14.4 per
cent checked the "ability to express oneself effectively, orally, and in
writingj to understand the communication of others by listening and read
ing to calculate," as a characteristic of the content unit. Others were:
8 or 8.9 per cent for "consider individual difference" and 7 or 7.8 per
cent for "one planned for a specific group of pupils in a participating
school and for a definite time."
Resource unit—The responses to the characterization of unit
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teaching through a resource unit ranged from a low of 5 or 5.6 per cent
for "consider individual differences" to a high of 25 or 27.8 per cent
for "employing the traditional method of teaching while gathering organ
ized knowledge." Other responses were 15 or 16.6 per cent for "here the
unified principle lies within the body of the subject matter," 10 or H.1
per cent each for "one planned for a specific group of pupils in a par
ticipating school and for a definite time" and "focus attention upon
large bodies of information or subject matter to be acquired and under
stood," 8 or 8.9 per cent for "the ability to express oneself effectively,
orally, and in writing} to understand the communication of others by
listening and reading to calculate.
The data in Table 2, page 49, reveal that the majority of ninety
teachers agreed on the six characteristics of unit teaching. However,
the responses indicated that they felt that each couM be achieved in a
different way. The responses indicate that 35 or 38.9 per cent felt that
"one planned for a specific group of pupils in a participating school and
for a definite time" characterizes a teaching unit! 50 or 55*6 per cent
felt that the "ability to express oneself effectively, orally, and in writ
ing; to understand the communication of others by listening and reading to
calculate" as a characteristic of fundamental skills. To characterize the
subject-matter unit, 30 or 33.3 per cent selected "focusing attention upon
large bodies of information or subject matter to be acquired and under
stood, or 45 or 50.1 per cent felt that "consider individual differences"
characterizes the experience unit; 33 or 36.7 per cent selected "here the
unified principle lies within the body of the subject matter" as a charac
teristic of the content unit, and 25 or 27.8 per cent felt that "employing
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the traditional methods of teaching while gathering organized knowledge"
as a characteristic of the resource unit.
Summary,—The rank-order in which the respondents correctly-
identified the various characterizations of unit teaching was as follows:
(1) Fundamental skills-ability unit to express oneself effectively,
orally, and in writing; to understand the communication of others by
listening and reading to calculate, (2) Experience unit-consider indi
vidual differences, (3) Subject matter unit-focus attention upon large
bodies of information or subject matter to be acquired and understood
and (4) Teaching unit-one planned for a specific group of pupils in a
particular school and for a definite time, ranging in frequency and per
cent of responses to the respective items from 50 or 55»6 per cent to
35 or 3S.9 per cent.
The rank order of the characterization to which the respondents
made incorrect identification was as follows: (1) Subject matter unit-
characterized as one planned for a specific group of pupils in a par
ticular school and for a definite time (2) Content unit-focus attention
upon large bodies of information or subject matter to be acquired and
understood (3) Resource unit-here the unified principle lies within the
body of the subject matter, ranging in frequency and per cent of re
sponses to the respective items from 20 or 22,2 per cent to 15 or 16,6
per cent,
A summary of the data in Table 2, page 49, would appear to indi
cate that these ninety (90) teachers had very little knowledge or under
standing about the characterizations of unit teaching} for less than 50
per cent of them made correct responses to the items as compared to 57
per cent who made incorrect responses.
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Methods involved in the patterns of unit teaching.--The data in
Table 3, pages55and 56 show that of the seventeen concepts which pertain
to unit teaching, the ninety teachers in the selected elementary schools
of Metropolitan Atlanta, by their matched responses, identified the meth
odology which involves each concept. The extent to which each method is
involved is identified in the paragraphs below.
Flexibility—The Blocks—The extent to which the ninety teachers
identified "The Block" method as encompassing the seventeen concepts of
unit teaching ranged from a low of 3 or 3.3 per cent for "Growth in
knowledge skills, habit and attitudes," to a high of 33 or 36.7 per cent
for the concept "New trends in the daily schedule." The other high
ranking matched responses weres 22 or 24.4 per cent for the concept,
"The practice of teaching in the Secondary School" and 15 or 16.7 per
cent for the concept, "An attempt to integrate and arrange the curricu
lum so that the child can achieve mastery of the desired objectives in a
meaningful and permanent manner."
The other low ranking matched responses were? 5 or 5.6 per cent
each for the concepts, "Should be organized around children's experi
ences in the community," "Demonstrate the method that utilizes realistic
work project," "Place emphasis on the mastery of fundamental processes,"
"The child can best be educated as a whole, as a unit or organism," and
"Children learn by doing."
The data in Table 3 show that the ninety teachers felt that each
of the concepts of unit teaching was encompassed in the "Flexible—"Block"
method of teaching. They differed widely in the extent to which each was
involved. Among this particular group of teachers it appeared that they
57
held varied opinions and or beliefs concerning conceptions of unit teach
ing which mry be developed from the "block" method of teaching. However,
it is significant to note that only 37 per cent of these teachers indi
cated that they knew or understood that flexibility In tijae-block was a
technique in developing the daily schedule.
Problem solving—The degree of variability in describing what
concept or concepts of unit teaching my be developed from the "problem-
solving" approach to teaching ranged from a low of 3 or 3.3 per cent for
the concept, "should be organized around children's experiences in the
community," to a high of 25 or 27.8 per cent for, "A method which in
volves the following steps, purposing, planning, executing and judging."
The data also reveals that the ninety teachers identified only ten of
the seventeen concepts as having the possibility of being developed from
the problem-solving method. Of these ten, other high-ranking matched
responses weres 17 or 17.9 per cent for the concept, "demonstrate the
method that utilizes realistic work project," and 10 or 11.1 per cent
for "unit teaching in the elementary school.
The other low ranking matched responses were 5 or 5.6 per cent
each for the concepts; "An attempt to integrate and arrange the curricu
lum so that the child can achieve mastery of the desired objectives in a
meaningful and permanent manner," "Growth in knowledge, skills, habit
and attitudes" and "New trends in the daily schedule."
The data indicate that this group of teachers were of the opt
ion that the "problem-solving approach to teaching would develop ten of
the seventeen concepts of unit teaching. Their matched responses indi
cated that the method of problem solving tends to utilize realistic work
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projects thus making the teaching-learning situation more meaningful.
It is surprising to note that only 18 per cent and 2Q per cent
of these teachers knew or felt the "problem-solving" technique involved
Herbartian and work projects, respectively. It might be well inferred
that, just old teachers have a working acquaintance with the problem-
solving procedure.
Unit method—The extent to which the ninety teachers identified
the "unit method" as embracing the seventeen concepts of unit teaching
ranged from a low of 1 or 1.1 per cent each for the concepts, "An at
tempt to integrate and arrange the curriculum so that the child can
achieve mastery of the desired objectives in a meaningful and permanent
manner" and " cluster of educative experiences organized through pupil-
teacher planning," to a high of 15 or 16.7 per cent for "should be or
ganized around children's experiences in the community."
Other high ranking matched responses were: 14 or 15.6 per cent
for "demonstrate the method that utilizes realistic work project" and 13
or 14.4 per cent for "a method tfhich involves the following steps, pur
posing, planning, executing and judging.
Other low ranking matched responses were: 3 or 3.3 per cent for
"place emphasis on the mastery of fundamental processes," and 4 or 4.4
per cent each for, "advocated teaching through natural experience,"
"introduce the activity program in this country," and "introduce social
izing experiences and activities involving pupil interest into the
schools of Massachusetts.
The data also revealed that from the matched responses of the
teachers concerning the unit method of teaching, most of them were of
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the opinion that from the unit method of teaching, the developments of
unit conceptualizations which involve activities based on experiential
background of the learner and activities which utilize realistic work
projects were most characteristic of the unit method.
Gestalt.—The degree of variability in describing what concepts
of unit teaching may be developed from the "Gestalt" method ranged from
a low of 1 or 1.1 per cent for "an attempt to integrate and arrange the
curriculum so that the child can achieve mastery of the desired objec
tives in a meaningful and permanent manner," to a high of 44 or 48.9 per
cent for the concept "the child can best be educated as a whole, as a
unit or organism. Other high ranking matched responses were: 16 or 17.8
per cent for "children learn to do by doing" and 10 or 11.1 per cent for
"designed to suggest a wide range of activities, materials, teaching
techniques from which teachers may gain assistance in selecting units
and activities and giving directions.
Other low ranking matched responses were: 2 or 2.2 per cent each
for "advocated teaching through natural experiences," "demonstrate the
method that utilises realistic work project," and "introduce socializing
experiences and activities involving pupil interest into the schools of
Massachusetts."
The data also revealed that the majority of the teachers under
stood Gestalt and Organismic psychologists who emphasized the idea that
mental life is not built up of tiny units of associations or specific
connections or reflexes, but that it operates in larger units. Accord
ing to Gestalt psychology, the mind responds to relationships, not to
fixed stimuli. However the data revealed a doubt among 47 of the
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teachers as to the Gestalt approach. This is evident from the other
matched responses.
Experience unit—The extent to which the ninety teachers identi
fied the experience unit as encompassing the seventeen concepts of a
unit ranged from a low of 1 or 1.1 per cent for the concept, "an attempt
to integrate and arrange the curriculum so that the child can achieve
mastery of the desired objectives in a meaningful and permanent manner,"
to a high of 31 or 43.4 per cent for the concept "place emphasis on the
mastery of fundamental processes." There were no other high ranking
matched responses. The other low ranking matched responses were: 2 or
2.2 per cent for the concept, "introduce socializing experiences and ac
tivities involving pupil interest into the schools of Massachusetts," 3
or 3.3 per cent for the concept "children leam to do by doing," and 5
or 5.6 per cent each for the concepts "new trends in the daily schedule"
and "designed to suggest a wide range of activities, materials, teaching
techniques from which teachers may gain assistance in selecting units
and activities and giving directions."
From the matched responses, the data indicated that the teachers
felt that onty 7 of the 17 concepts of unit teaching could be developed
from the use of an "experience unit." This was somewhat surprising in
that there was not a check by the concepts "should be organized around
children's experiences" and "advocated teaching through natural
experiences."
Subject matter—The degree of variability in describing what
concept or concepts of unit teaching may be developed from the "subject
matter" approach to teaching ranged from a low of 1 or 1.1 per cent each
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for the concepts: "the practice of teaching in the secondary school,"
"place emphasis on the mastery of fundamental processes" and "designed
to suggest a wide range of activities, materials, teaching techniques
from which teachers may gain assistance in selecting units and activi
ties and giving directions;" to a high of 17 or 18.9 per cent for "new
trends In the daily schedule." ?he other low ranklng matched response
was 5 or 5.6 per cent for "new trends in the daily schedule,"
The majority of the teachers, according to their matched re
sponses, were of the opinion that the subject matter approach could de
velop new trends in the daily schedule.
Other methods—The extent to which other methods could develop
the seventeen concepts of unit teaching ranged from a low of 1 or 1.1
per cent for "introduce the activity program in this country," to a high
of 33 or 36.7 per cent for "designed to suggest a wide range of activi
ties, materials, and teaching techniques from which teachers may gain
assistance in selecting units and activities and giving direction.
The methods involved in the patterns of unit teaching were wide
spread and varied according to the teachers' responses. Of the seven
teen concepts listed, the teachers were of the opinion that all of the
concepts could be developed by the use of the »flexible-time block"
method of teaching. According to the data, 33 or 36.7 per cent felt
that the concept "new trends in the daily schedule" could be developed
from the flexible-time block approachj 25 or 27.8 per cent felt that
"a method which involves purposing, planning, executing, and judging"
could be developed by the problem-solving methodj 14 or 15.6 per cent
felt that "demonstrate the method that utilizes realistic work project"
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was most characteristic of the unit method; 44 or 48.9 per cent felt
that "the child can best be educated as a whole, as a unit or organism"
is characteristic of the Gestalt approach! 31 or 43.4 p©r cent were of
the opinion that "place emphasis on the mastery of fundamental proc
esses" was characteristic of the experience unit approach; 1? or 18.9
per cent felt that "new trends in the daily schedule" was characteristic
of the subject matter unit. Although some of the teachers, by their
matched responses, felt that each of the concepts could be developed by
one or two of the methods listed, they appeared to be most accurate with
the Gestalt approach and resource unit than any other listed.
Too, it is significant to note that only 37 per cent of these
teachers indicated that they knew or understood that flexibility in
time block was a technique in developing the daily schedule j and only
18 per cent and 28 per cent of these teachers knew or felt the "problem-
solving" techniques involved Herbartian and work projects, respectively.
It might be well inferred that just all teachers have a working acquaint
ance with the problem-solving procedure.
Exponents Involved in the Patterns of Unit Teaching
Franees_Parker' s involvement.—The data in Table 4, pages 63 and
64 show that of the seventeen concepts which pertain to unit teaching,
the ninety teachers in the selected elementary schools of Metropolitan
Atlanta felt that Frances Parker was a major exponent of the concepts
as identified below. The matching responses ranged from a low of 5 or
5.6 per cent each for the concepts of "a method which involves the fol
lowing steps? purposing, planning, executing and judgingj" and "demon
strate the method that utilizes realistic work projectsj» to a high of
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18 or 20 per cent *or "establishes sound guide lines for the teacher in
selecting a unit, the other high ranking matched responses weres 17 or
17.8 per cent each for "introduce socializing expriences and activities
involving pupils' interest into the school of Massachusetts," and "the
child can best be educated as a whole, as a unit or organism;» 15 or
16.7 per cent each for "place emphasis on the mastery of fundamental
process," "cluster of educative experiences organized through pupil-
teacher planning," and "design to suggest a wide range of activities,
materials, teaching techniques from which teachers may gain assistance
in selecting units and activities and giving direction."
The other low ranking matched responses werei 6 or 6.7 per cent
each for "should be organized around children's experiences in the com
munity," and "advocated teaching through natural experiences;" 7 or 7.&
per cent for "an attempt to integrate and arrange the curriculum so
that the child can achieve mastery of the desired objectives in a mean
ingful and permanent manner."
Bronson Alcott.—The extent to which the ninety teachers identi
fied Bronson Alcott as being associated with the seventeen concepts
listed in Table 4 ranged from a low of 3 or 3«3 per cent each for, "an
attempt to integrate and arrange the curriculum so that the child can
achieve mastery of the desired objectives in a meaningful and permanent
manner," and "unit teaching in the elementary school" to a high of 17
or 18.9 per cent for "demonstrate the method that utilizes realistic
work projects." "introduce socializing experiences and activities involv
ing pupils< interest into the schools of Massachusetts," and 14 or 15.6
per cent for "introduce the activity program in this country."
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The other low ranking matched responses were: 5 or 5*6 per cent
for "growth knowledge, skills, habits and attitudes," and 7 or 7.8 per
cent for "the practice of teaching in the secondary school."
Pestalozzi«--The extent to which the ninety teachers identified
Pestalozzi as being associated with the seventeen concepts ranged from
a low of 1 or 1.1 per cent for "the child can best be educated as a
whole, as a unit or organism," to a high of 28 or 31*1 per cent for
"should be organized around children's experiences in the community."
The other high Hatching responses were: 2? or 30 per cent for "advocated
teaching through natural experiences," and 17 or 18.9 per cent for "in
troduce the activity program in this country."
The other low ranking matched responses were: 2 or 2,2 per cent
for "unit teaching in the elementary school," and 5 or 5»6 per cent each
for "the practice of teaching in the secondary school" and "growth,
knowledge, skills, habits and attitudes."
Rousseau.—The data in Table 4, pages 63 and 64 show the extent
to which the ninety teachers identified Rousseau as being associated
with the seventeen concepts of unit teaching listed* The matching re
sponses ranged from 1 or 1.1 per cent each for "an attempt to integrate
and arrange the curriculum so that the child can achieve mastery of the
desired objectives in a meaningful and permanent manner," "should be or
ganized around children's experiences in the community," and "new trends
in the daily schedule," to a high of 17 or 18.9 per cent for "advocated
teaching through natural experiences." The other high matching responses
were: 12 or 13.3 per cent each for "unit teaching in the elementary
school" and "demonstrate the method that utilizes realistic work projects."
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The other low ranking matched responses were 3 or 3.3 per cent for "the
child can best be educated as a whole, as a unit or organism;" and 6 or
6.7 per cent for "growth knowledge, skills, habits and attitudes."
Lavorme Hanna, Potter and Neva HagaTiian*—-The extent to which the
ninety teachers identified Hannan et al as being associated with the
seventeen concepts ranged from a low of 2 or 2.2 per cent each for "a
method which involves the following steps? purposing, planning, execu
ting and judgingj" "growth, knowledge, skills, habits and attitudes;"
and "demonstrate the method that utilizes realistic work projects;" to a
high of 26 or 28.9 per cent for "unit teaching in the elementary school."
The other high ranking matched responses were: 15 or 16,7 per cent for
"introduce socializing experiences and activities involving pupils' in
terest into the schools of Massachusetts." The other low ranking
matched responses were: 3 or 3«3 per cent each for "advocated teaching
through natural experiences," and "the child can best be educated as a
whole, as a unit or organism."
H. C. Morris.—The extent to which the ninety teachers identi
fied H. C. Morris as being associated with the seventeen concepts ranged
from a low of 1 or 1.1 per cent each for "unit teaching in the elemen
tary school," "a method which involves the following steps: purposing,
planning, executing and judging," "a child can best be educated as a
whole, as a unit or organism" to a high of 20 or 22.0 per cent for "the
practice of teaching in the secondary school." The other high ranking
matched responses were: 12 or 13.3 per cent for "new trends in the daily
schedule" and 11 or 12.2 per cent for "place emphasis on the mastery of
fundamental processes." The other low ranking matched responses were:
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2 or 2.2 per cent for "introduce the activity program in this country."
John Dewey.—The data in Table 4,pages 63 and 64 show that of
the seventeen concepts which pertain to unit teaching, the ninety teach
ers in the selected elementary schools of Metropolitan Atlanta indicated
by their matched responses that John Dewey was the major exponent of the
concept, "children learn by doing." The matched responses for Dewey
ranged as follo\<raj 1 or 1.1 per cent each for, "the practice of teach
ing in the secondary school," "introduce socializing experiences and ac
tivities involving pupils' interest into the schools of Massachusetts;"
2 or 2,2 per cent for "establishes sound guide, lines for the teacher in
selecting a unit;" S or 8.9 per cent for "the child can best be edu
cated as a xAole, as a unit or organism;" and 32 or 35.6 per cent for
"children learn to do by doing."
From the data, evidence of conflict, confusion, and areas of
agreement were noticed. One should realize that the use of the term
"unit" to describe methodology was done by Morrison, The seventeen
characteristics of a unit as seen in Table 4 are based on subject matter;
experience or process. However, the evidence in Table 4 points up that
more and more the purposeful, active, organized problem-solving, social
involvement in view of the position of Dewey, has become the accepted
motion of unit teaching insofar as the responses of the ninety teachers
have shown.
Daily time block jjq"unit operation".—The data on the daily time
block in unit operation as indicated by the "true" and "false" responses
to pertinent questions to which the ninety teachers responded in selected
elementary schools of Metropolitan Atlanta are presented in Table 5, pag® 69.
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True responses,—The true responses to the questions on the
daily time block in unit operation ranged from a low each of 17 or 18.9
per cent for topical units to be constructed without considering how
long the unit should last and that the level of understanding does not
matter in setting the length of the unit to a high of 60 or 66,7 per
cent for topical units being inherently associated with continuing class
period. Other true responses which ranked high were as follows: 45 or
50.0 per cent for topical units organized to run six weeks, 35 or 38.9
per cent for topical units constructed for and conducted in single daily
teaching learning situations. The other low ranking responses were: 22
or 24,4 per cent for topical units more adaptable to science than social
sciences.
False responses.—The false responses to the daily time block in
unit operation ranged from a low of 25 or 27.7 per cent for topical units
being inherently associated with continuing class period to a high of 71
or 88.9 per cent each for topical units to be constructed without con
sidering how long the unit should last and that the level of understand
ing does not matter in setting the length of the unit. Other false re
sponses which ranked high were as follows: 63 or 70.0 per cent for top
ical units being more adaptable to science than to social sciences, 50
or 55*6 per cent for topical units being constructed for and conducted
in single daily teaching learning situations. The other low ranking re
sponses were: 40 or 44.4 per cent for topical units usually organized to
run six weeks and 25 or 27.7 per cent for topical units being inherently
associated with class periods.
No responses.—The no-responses ranged from 2 or 2.2 per cent to
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4 for 5 or 5.6 per cent, and 3 or 3.3 per cent of the respondents not
responding to the items.
Pupil achievement in unit teaching.—The data on pupil achieve
ment in unit teaching as indicated by the "true" and "false" responses
to pertinent questions to which the ninety teachers responded in se
lected elementary schools of Metropolitan Atlanta are presented in Table
6, page 72.
True responses.—The true responses to the questions on pupil
achievement in unit teaching ranged from a low of 8 or 8.9 per cent for
pupils not participating in self-evaluation to a high of 82 or 91.1 per
cent each for the unit providing opportunities for the development of
initiative, self-direction and responsibility and for evaluation being
concerned with subject matter, attitudes, interests, work habits, phy
sical development and personal social adjustment. Other high ranking
responses were as follows: 80 or 88.9 pe** cent for the unit providing
opportunities for the acquisition of useful information and skills
through its use in meaningful situations, 77 or 85.6 per cent for newer
instructional practices emphasizing the modification of behavior, con
tinuous growth, simple learning and insight, 72 or 80.0 per cent for
older instructional practices based on the idea that learning consisted
primarily of the acquisition of knowledge and skills and evaluation was
limited to parent and pencil tests, 69 or 76.7 per cent for unit teach
ing enabling pupils to develop effective skills in reading, writing and
calculating.
False responses.—The false responses to pupil achievement in
unit teaching ranged from a low of 5 or 5.6 per cent for evaluation
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being concerned with subject matter and social adjustment to a high of
82 or 91.1 per cent for pupils not participating in self-evaluation.
There were no other high ranking responses. Other low ranking responses
weres 15 or 16.7 per cent for older instructional practices, to parent
and pencil tests, 13 or 14.4 per cent for newer instructional practices
emphasising the modification of behavior and insight, 2 of 8 or B»B8 per
cent for the unit providing opportunities for the acquisition of useful
information and calculating, 6 or 6,7 psr cent for the unit providing
opportunities for the development of initiative, self direction and
responsibility.
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No response.—The no-responses to the question of pupil achieve
ment in unit teaching ranged from a low with 2 for 2 or 2.2 per cent to
a high of 6 or 6.7 per cent with 3 for 3 or 3.3 per cent of the re
spondents not responding to the items.
»'-"The data on the objectives of unit
teaching as indicated by the "true" and "false" responses to pertinent
questions to which the ninety teachers responded in selected elementary
schools of Metropolitan Atlanta are presented in Table 7, page 75.
True responses.—The true-responses to the questions on the ob
jectives of unit teaching ranged from a low of 6 or 6.7 per cent for
"The integration of activities of unit teaching" to a high of 73 or 81.1
per cent for "The most important factor in the unit teaching procedure is
the versatility of the teacher." The other high ranking responses was 71
or 78.9 per cent for the "problem" project situation. Other responses weres
27 or 30.0 for "Unit teaching not providing for individual differences to
a greater extent than does the project procedure" and 10 or 11.1 per cent
for "Unit teaching not providing full opportunity for the development of
skills in organizing thought and materials."
False responses .—The false-responses to the questions 'tobjectives
of unit teaching"ranged from a low of 14 or 15•6 per cent for the most
important factor in the unit teaching procedure to a high of 83 or 92.2
per cent for "The integration of activities are not being inherent aims."
Other ranking responses were as follows: 2 for 79 or 87.8 per cent, the
first being unit teaching not providing full opportunity and the second
being for the problem, project and unit, 63 or 70.0 per cent for unit
teaching not providing for individual differences to a greater extent
than does the project procedure.
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Mo responses.--The no-responses ranged from 3 for 1 or 1.1 and
3 or 3.3 per cent of the respondents not responding to the items.
Major functions of unit teaching—The data on major functions
of unit teaching as indicated by the "true" and "false" responses to
pertinent questions to which the ninety teachers responded in selected
elementary schools of Metropolitan Atlanta are presented in Table 8,
page 77.
True responses.--The true-responses to the questions on the
major functions ranged from a low of 25 or 27.8 per cent for children
having limited experiences in democratic living during the course of a
unit of work to a high of 86 or 95.6 per cent for the school having a
definite part to play in the socialization of the child. Other high
ranking responses werej 82 or 91.1 per cent for "Individual differences
in the classroom inferior" and 60 or 66.7 per cent for "It is the value
democracy holds to be important that determines the direction of the
change in human behavior which democratic schools hope to achieve." The
other responses were 33 or 36.7 per cent for "Traditional trends in
teaching are promised on the theory that each child is an individual."
False responses.—The false-responses to the questions on major
functions of unit teaching ranged from a low of 3 or 3.3 per cent for
the school having a definite part to play in the socialization to a high
of 62 or 68.9 per cent for during the course of a unit of work children
have limited experiences in democratic living. The other high ranking
response was 53 or 58.9 per cent for traditional trends in teaching are
promised on the theory that each child is an individual. Other ranking
responses were: 28 or 31.1 per cent for "It is the value which democracy
77
TABLE 8








The school has a
definite part to




ences in the class












child is an indi
vidual.
It is the value
which democracy
holds to be impor
tant that deter
mines the direc





























































holds to be important that determines th© direction of the change in
human behavior which democratic schools hope to achievej" 28 or 31«1
cent for "Education means the improving of the quality of living" and 8
or 8.8 per cent for "Individual differences in the classroom can be re
spected without making some children feel superior and others inferior."
No responses.—'The no-responses ranged from 1 or 1.1 per cent to
4 or 4.4 per cent, with 2 for 3.3, and 2 or 2.2 per cent of the respon
dents not responding to the items.
Philosophy of unit teaching.—The ninety teachers in the selected
schools were asked, according to their opinion, to identify the appro
priate definition or characterizations of the philosophies of unit teach
ing by matching the definitions with the specific principles which are
parallel to them. The data in Table 9, page 79 indicate their reactions.
Function of public school.—One of the specific principles of a
unit listed was "Function of public school." According to the data in
Table 9, page 78, the matched responses of the teachers indicated the
extent to which each of the four characterizations of philosophies of
unit teaching was identified as being parallel to the function of public
schools ranged from a low of 6 or 6.7 per cent for "Respect the self-
confidence and integrity of the individual child" to a high of 40 or
44.4 per cent for "Means that each child has the opportunity to grow to
his full mental, emotional, physical and social status." The other
high ranking matched-responses was 33 or 36.7 per cent for "Is to build
democratic citizens who have developed a loyalty to democratic princi
ples, a sense of moral and ethical responsibility for their preserva
tion and the habit of using democratic processes. The other low ranking
TABLE 9
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matched response was 8 or 8.9 per cent for "Stressed the interest ap
proach to learning as an individual and continuous process and empha
sized problem-solving.
Application of the democratic principle,--The extent to which
the ninety teachers identified the four characterizations of the phi
losophy of unit teaching as being paralleled to the "application of the
democratic principle" ranged from a low of 18 or 20 par cent for "Means
that each child has the opportunity to grow to his full mental, emo
tional, physical and social status," to a high of 2? or 30.0 per cent
for "Is to build democratic citizens who have developed a loyalty to
democratic principles, a sense of moral and ethical responsibility for
their preservation and habit of using democratic processes." The other
low ranking matched responses were 20 or 22.2 per cent for "Means that
each child has the opportunity to grow to his full mental, emotional,
physical and social status."
Modern teaching.—The extent to which the ninety teachers iden
tified the four characterizations of the philosophy of unit teaching as
being parallel to "Modern teaching," ranged from a low of 11 or 12.2 per
cent for "Means that each child has the opportunity to grow to his full
mental, emotional, physical and social status," to a high of 32 or 35.6
per cent for "Respect the self-confidence and integrity of the individ
ual child." The other ranking matched responses were: 30 or 22.2 per
cent for "Is to build democratic citizens who have developed a loyalty
to democratic principles, a sense of moral and ethical responsibility
for their preservation and the habit of using democratic processesj" and
25 or 27.8 per cent for "stressed the interest approach to learning as
an individual and continuous process and emphasized problem-solving."
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Dewey's philosophy.--The extent to which the ninety teachers
identified Dewey's philosophy as being paralleled to the definitions of
the philosophy of unit teaching, ranged from a low of 10 or 11.1 per
cent for "Is to build democratic citizens who have developed a loyalty
to democratic principles, a sense of moral arid ethical responsibility
for their preservation and the habit of using democratic processes,"
to a high of 31 or 34.4 per cent for "Respect the self-confidence and
integrity of the individual child," Other matched responses were: 29 or
32.2 per cent for "Stressed the interest approach to learning as an in
dividual and continuous process and emphasized problem-solvingj" and 20
or 22.2 per cent for "Keans that each child has the opportunity to grow
to his full mental, emotional, physical and social status."
The data in Table 9, page 79 indicate that the opinions of the
teachers concerning the characterization of the philosophy of unit teach
ing were varied. The extent to which the largest amount of the ninety
teachers identified the specific principles of a unit with the defini
tion of the philosophy of unit teaching weres 40 or 44.4 per cent felt
that "Means that each child has the opportunity to grow to his full men
tal, emotional, physical and social status" was parallel to "Function of
public school;1' 2? or 30.0 per cent felt that, "Is to build democratic
citizens who have developed a loyalty to democratic principles, a sense
of moral and ethical responsibility for their preservation and the habit
of using democratic processes" was parallel to "Application of the demo
cratic principle;" 32 or 35.6 per cent felt that "Respect the self-
confidence and integrity of the individual child" was parallel to "Modern
teaching" and 31 or 34.4 per cent felt that "Respect the self-confidence





Introductory statement.—Almost everyone is in agreement that
the curriculum ceases to be functional in the lives of boys and girls
if it is not centered upon life situations and if it does not give them
understanding and competence needed in a highly technological, special
ized, and interdependent world characterized by rapid and often cata-
cylsmic change. A curriculum design to meet the needs of children to
day must of necessity be very different from that offered in the schools
many years ago, for the world today is a different world, posing differ
ent problems and requiring different skills and knowledges. TOiat are
the characteristics of our society which have curriculum implications?
■What knowledges and competences must children possess to live in today's
world? What changes in society necessitates curriculum revision? Should
the schools merely transmit the culture or should they help boys and
girls accept and direct change so that a better world may be developed?
These are the questions teachers and curriculum consultants must answer
as they plan units of work for boys and girls if the units are to be
functional and meaningful to children.
Hanna, op. cit., p. 3»
S3
Units of work fora the heart or core of the modern elementary
school program. Units cannot be wisely chosen or organized into a
scope and sequence pattern nor can the learning experiences which make
up the units of work be determined without a thorough consideration of
(1) the needs and problems of contemporary society: (2) the growth
characteristics of childrenj (3)the nature of the learning process and
the research on how learning takes place; and (4) the values inherent
in a democratic culture.
Through the development of units of work, projects, and other
purposeful experiences, children are encouraged to see various under
takings through from beginning to end. Conditions are provided which
stimulate the whole hearted concentration of attention and effort in
the pursuit of goals which have been accepted as challenging and worth
while by the group.
Pupils and teachers are approaching their work with thoughtful
and scientific attitudes. They are exemplifying the spirit of research;
the open mindad and tolerant, yet critical and persistent, search for
truth.1
Procedures like styles come and go. It costs money to dress in
style, but we save money, time and energy when we use the best educa
tional procedures. Procedures have undergone a long process of develop
ment. Many past methods were based on improved hypotheses. Some teach
ers have always been too ready to change to something new, unique or
interesting! others have feared change and attempted to stem the tide
■4fockett, op_j__git., p. 14.
84
by holding tenaciously to methods which they had learned during student
days.l
In reco^iizing the inadequacies of prevailing classroom practices,
various leaders of educational thought have formulated plans for the or
ganizing and teaching of learning units which are more comprehensive in
scope than those utilized in the daily recitation. Some of the early
unit plans attracted considerable attention, and a few won fairly wide
acceptance* They failed to become the predominant classroom practice
because of the prevailing stimulus-response concept of learning, with its
emphasis upon the mastery of isolated bits of knowledge rather than upon
the total patterns of learning.
Statement of the problem.--The major problem involved in this
study was to analyze the opinions about and/or attitudes toward unit
teaching procedures which are held by a selected group of elementary
school teachers in public, private, and parochial schools in the
Metropolitan Atlanta Area.
Limitation of the study.—The major limitation of this study was
the question as to the extent of the authenticity and accuracy of the
opinions expressed by the respondents to the items on the questionnaire
used to collect the data.
Statement of purpose.—The major purpose of this study was to de
termine the nature and extent of the opinions about and/or attitudes to
ward unit teaching procedures which are held by public, private and
parochial elementary school teachers in the Metropolitan Atlanta Area.
More specifically, the purpose of this study was to ascertain the
3-Adams, op. cit.» p. 129.
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opinions of elementary school teachers on the following aspects of unit
teaching,
1. The nature of unit teaching at the elementary school level.
2. The types of unit and unit teaching procedures to be used
at the elementary school level.
3. The difference between content units and teaching units at
the elementary school level.
4* The difference in the type of units to be used in the respec
tive subject matter areas.
5. The daily time-block required for effective use of unit
teaching methodologies.
6. The topical time-block required for effective use of unit
teaching methodologies.
7. The differentiation in unit content required to provide
individual differences in pupil ability and pupil centered
interest.
B. The philosophy inherent in unit teaching.
9. The objectives to be sought in the use of unit teaching,
methodologies.
10. The methods of determining pupil achievement and/or develop
ment in unit teaching situations.
11. The implications if any, for improved teacher effectiveness
and pupil learning as may be derived from the data.
Definition of terms.—For the purpose of this study, the terms
characterized below carried the meaning as ascribed to them:
1. "Attitudes"—Experienced qualities known as feeling tones
which are individual and personal, related to and affects
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the way a person thinks or behaves in any situation.1
2. "Opinion"—A belief, judgaent, idea, impression, sentiment,
or notion that has not been conclusively proved and lacks
the weight of carefully reasoned judgment or certainty of
conviction.^
3. "Parochial"~6trictly, a school supported by a parish and
serving the children of the parishioners, a school con
ducted by some church or religious group, usually without
tax support.3
4. "Public school"—A school, usually of elementary or second
ary grades, organised under a school district of the state,
supported by tax revenue, administrated by public officials,
and open to ll^
5. "Private school"—A school that does not have public sup
port, and one that is not controlled by public officials.5
6. "Unit teaching"—Refers to the plan developed with respect
to an individual classroom, by an individual teacher to
guide the instruction of a unit of work to be carried out
by a particular class or group of learners.&
Recapitulation of the research design.—The significant aspects
of the research design are set,forth below:
1. Locale of the study—The locale of this study was selected
public, private, and parochial elementary schools and their
teachers in the Metropolitan Atlanta area. Specifically
the school centers used in the study are: (a) William J.
Scott (Atlanta Public School)j (b) Robert Shaw (Avondale
■'■Crow and Crow, op. cit., p. SO.






Estates, Dekalb County)j (c) Haugabrooks Academy (Atlanta
Private School); and (d) Our Lady of Lourdes (Atlanta
Parochial School).
2. Period of the study—The period of this study was the 1965-
1966 school year.
3. Method of research—The Descriptive-Survey Method of Re
search, employing the specific technique of the question
naire, was used to collect the requisite data.
4. Subjects—The subjects used in this study was a selected
group of elementary teachers employed in the Scott Elemen
tary School, Shaw Elementary School, Haugabrooks Academy,
and Our Lady of Lourdes School during the school year
1965-1966.
5. Procedural steps—The procedural steps used in the conduct
of this research were:
a. A survey of the related literature was made and a re
port of it incorporated in the thesis copy.
b. Permission to conduct the study was secured from the
proper school officials.
c. The questionnaire, which was the basic means for col
lecting data, was designed and validated under the
supervision of staff members of the School of Education,
Atlanta University.
d. The data derived from the usable returned questionnaire
copies were assembled into appropriate tables as dictated
by the purposes of the study.
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e. The data were statistically treated with reference to
frequency and per cent of responses to the respective
questionnaire items.
. f. The findings, conclusions, implications, and recommen
dations derived from the analysis and interpretation of
the data were formulated and written up for inclusion in
the finished thesis.
Summary of related literature.—The literature pertinent to this
study is summarized in the paragraphs below.
The term unit has been used to mean many types of things. In
teaching it is generally understood to be connected with experience and
subject matter. Some authors recognized the variation in definition of
the unit and the lack of a definition la the use of the term. They in
dicated that the unit will continue to be described as a section of
subject matter which included many related subject materials. The unit
as described by Heffernan and Potter is a rich, challenging experience
arousing curiosity, stimulating interests, fostering the solution of
problems, motivating creative expression, and involving materials from
several fields of human knowledge. Morrison describes a unit as a com
prehensive and significant aspect of the environment, of an organized
science, of an art, or a conduct which being learned results in an
adaption in personality.
The unit has also been defined as a succession of educational
experiences arranged around a learner's problem, using essential subject
matter and material and resulting in the solution of the problem and in
acquisition of learning outcomes inherent in the experiences. The unit
has been characterized as emphasizing comprehensiveness, breadth,
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coordination and interest. It is also a division of subject matter,
which when learned, gives insight into or a mastery over some aspect of
living.
The types of units found in the literature were: teaching and
learning units, resource unit, unit of unplanned experience, unit of
purpose, experience, subject matter unit, resource unit, and experi
ence unit. A unit, then, is a core of experiences, related subject mat
ter, or both which generally comprises problems, projects, activities
and practices vital to its mastery, and which contributes materially to
the development of the learner's understanding, appreciation, and adap
tation.
The philosophy of unit teaching has been expressed ass stress
ing the interest approach to learning! clarifying the concept of learn
ing as an individual and continuous processj and emphasizing the
school's responsibility for making it possible for children to get valu
able social education by participating as useful members of a social
group.
The objectives for unit teaching should bet clearly stated, lim
ited to those objectives that the school has a reasonable chance of
achieving, understood and accepted by teachers, pupils and parents, re
flect social need as pupil ability and interest, have unity and internal
consistency, and be susceptible of evaluation.
Influence on the development of the sequential steps in unit
teaching dates back to Herbart and Morrison: The Herbartian steps of
unit teaching are:
1. Preparation and receiving new ideas
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2. Clear presentation of ideas
3« Association of ideas
4. Classification of ideas
5« Application of ideas
The Morrison steps ares
1. Exploration for the field to be studied
2. Preparation of findings
3. Assimilation
4. Organization of materials
5. Recitation
The characteristics of the unit as given by various xirriters are
more alike than is first apparent. In the first place all recognized a
core or theme around which classwork of pupil experiences and the like
are organized.
There are many types of units—but one unit, the resource unit,
is a written document containing a collection of materials, resources
and activities organized around a given topic or problem which a teacher
uses in planning and developing a unit of work with his students, A
resource unit is pre-planned and is not designed to serve as a ready
teaching unit. Materials and ideas found in resource units are placed
there by individuals or committees that develop the unit because of the
belief that they are likely to be helpful to any teacher who is planning
instruction in the area designated by the topic.
Many persons are credited with the development of the philosophy
of unit teaching. The first decades of the twentieth century experienced
the spreading of John Dswey's ideas about education. He was epitomized
by the 100 per cent mastery principle and the pretest, teach and retest
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formula in the operation of unit teaching*
Summary of basic findings»—The findings which follow were drawn
directly from the interpretation of the data as collected in this study,
Nature and Purpose of Unit Teaching
Table 1
The data indicated that the teachers held various opinions
about the nature and purpose of unit teaching and that there was con
siderable range among features and points of emphasis. This appeared
evident by the high incidence of true responses to items 5> 7* and 2
respectively! "subject-matter units are of various types, such as top
ical content, resources or problem approachj" "the activity curriculum
places emphasis upon things to be done which vitalize and/or enrich the
teaching-learning situation," and "Gestalt psychology believes that the
parts of a learning situation have separate meaning and are not related
to the whole,"
Characterization of Unit Teaching
Table 2
The data indicated that the ninety teachers concurred on the
six characteristics of unit teaching. However, the responses indicated
that each could be achieved in a different way. The data revealed that
35 or 38.9 per cent felt that "one planned for a specific group of pu
pils in a participating school and for a definite time" characterises a
teaching unit; 50 or 55,6 per cent felt that, "the ability to egress
oneself effectively orally and in writing; to understand the communica
tion of others by listening and reading to calculate," as a character
istic of fundamental skills. To characterize the subject matter unit,
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30 or 33.3 per cent selected "focusing attention upon large bodies of
information or subject matters to be acquired and understood!" 45 or
50.1 per cent felt that "consider individual differences" characterizes
the experience unit; 33 or 36.7 per cent selected "here the unified
principle lies within the body of the subject matter as a characteris
tic of the content unit;" and 25 or 27,8 per cent felt that "employing
the traditional methods of teaching while gathering organized knowl
edge" as a characteristic of the resource unit.
Methods Involved in the Patterns of Unit Teaching
Table 3
The methods involved in the patterns of unit teaching were wide
spread and varied according to the matched responses of the teachers.
Of the seventeen concepts listed; the teachers held that all of the con
cepts could be developed by the use of the "flexible-time block" method.
According to the data, 33 or 36,7 per c©nt felt that the concept "new
trends in the daily schedule" could be developed from the flexible time
block approach; 25 or 27.8 per cent felt that "a method which involves
purposing* planning, esoBCuting and judging" could be developed by the
problem-solving method; 14 or 15.6 per cent felt that "demonstrate the
method that utilizes realistic work projects" was most characteristic
of the unit method; 44 or 48.9 P©*1 cent felt that "the child can best
be educated as a whole, as a unit or organism" is characteristic of the
Gestalt approach; 31 or 43.4 per cent were of the opinion that "place
emphasis on the mastery of fundamental processes" was characteristic of
the experience unit approach; 17 or IS.9 per cent felt that "new trends
in the daily schedule" was characteristic of the subject matter unit.
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Although, some of the teachers, by their matched responses, felt that
each of the concepts could be.developed by one or two methods listed,
they appeared to have been most accurate with the Gestalt approach than
any other listed.
Exponents Involved in the Patterns of Unit Teaching
Table 4
The data showed that of the seventeen concepts which pertain to
unit teaching, the ninety teachers in the selected elementary schools
of Atlanta felt that the following men were major exponents of the con
cepts as identified, to wit: Frances Parker as an exponent of 'Estab
lishes sound guide lines for the teacher in selecting a unit;" Bronson
Alcott as an exponent of "Introduce the activity program in this coun
try;" Pestalozzi as an exponent of the concept "should be organized
around children's experiences in the community!" Rousseau as an ex
ponent of the concept, "Advocated teaching through natural experiences;"
Lavone, Hanna et al. as exponents of the concept "Unit teaching in the
elementary school;" H. C. Morris as an exponent of the concept "the prac
tice of teaching in the secondary school;" and John Dewey as an exponent
of the concept "the child can best be educated as a whole, as a unit or
organism."
Daily Time Block in Unit Operation
Table 5
The teachers' responses to daily time-block in unit operation
indicated that they held the opinion that of the six statements listed
60 or 66.7 per cent felt that "topical units are inherently associated
with continuing class periods;" and 45 or 50 per cent felt that "topical
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units are usually organised to run six weeks." Too, 35 or 38*9 per cent
felt that "topical units are usually constructed for and conducted in
single daily teaching learning situationsj" and 22 or 24.4 per cent held
that "topical units are more adaptable to science than to social science."
An overwhelming majority of 71 or 88.9 per cent felt that "topical
units are to be constructed according to a prescribed time element and
that the level of understanding does matter in setting the length of the
unit."
Pupil Achievement in Unit Teaching
Table 6
Of the seven statements listed which pertain or do not pertain
to pupil achievement in the unit teaching situation, 82 or 91 «1 per cent
felt that the unit provides opportunities for the development of initia
tive, self direction and responsibHityi and evaluation is concerned
with subject-matter, attitudes, interests, work habits, physical develop
ment, and personal-social adjustment. The data also indicated that 80
or 88.9 p©** cent felt that the unit provides opportunities for the ac
quisition of useful information and skills through its use in meaning
ful situations. They agreed overwhelmingly with all the statements with
the exception of number 6. Eighty-two or 91»1 per cent marked "false"
for the statement "pupils should not participate in self-evaluation."
Objectives of Unit Teaching
Table 7
The responses of the teachers to the trueness or falseness of
the six statements listed as objectives of a unit indicate that 73 or
81.1 per cent felt that the statements "the most important factor in
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the unit teaching procedure is the versatility of the teacher" was true.
The matched true responses of 71 or 78.9 per cent was for "the 'problem,1
'project/ and 'unit' place emphasis upon the same psychological and
methodological principles in teaching-learning situations."
Major Functions of Unit Teaching
Table 8
Of the six statements listed as being major functions of unit
teaching the matched true responses of 86 or 95»6 per cent were for
"The school has a definite part to play in the socialization of the
ehild|" afrd 82 or 91*1 per cent were for "Individual differences in the
classroom can be respected without making some children feel superior
and othersinferior." There were 60 or 66.7 per cent for "It is the
value which democracy holds to be important that determines the direc
tion of the change in human behavior which democratic schools hope to
achieve•"
Philosophy of Unit Teaching
Table 9
The data indicate that the opinions of the teachers concerning
the characterisation of the philosophy ofa unit were varied. The extent
to which the largest amount of the 90 teachers identified the specific
principles of a unit with the definitions of the philosophy of unit
teaching wass 40 or 44.4 per cent felt that "Means that each child has
the opportunity to grow to his full mental, emotional, physical and
social status" was parallel to "Function of public schoolj" 27 or 30.0
per cent felt that, "Is to build democratic citizens who have developed
a loyalty to democratic principles, a sense of moral and ethical
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responsibility for their preservation and the habit of using democratic
processes" was parallel to "Application of the democratic principle!"
32 or 35.6 per cent felt that "Respect the self-confidence and integrity
of the individual child" was parallel to "Modern teaching/' and 31 or
34.4 per cent felt that "Respect the self-confidence and integrity of
the child" was parallel to the Dewey philosophy.
Conclusions.—The analysis and interpretation of the data on
the opinions of ninety teachers, at selected schools in Atlanta, Georgia,
concerning unit teaching would appear to warrant the following conclu
sions :
1. All of the teachers were familiar with and had employed a
method of teaching called unit teaching.
2, The teachers were acquainted with the nature and purposes
of unit teaching.
3* The teachers felt that unit teaching is organized around a
specific theme, and is featured by the achievement of demo
cratic and group value,
4» The types of unit teaching procedures to be used at the
elementary school level varied according to the opinions of
the teachers.
5» The teachers felt that content unit and teaching units dif
fered in that teaching units plan for a specific group of
pupils for a definite time,
6. The teachers felt that topical units were inherently asso
ciated with continuing time periods and that the daily
time-block should concern itself with the length of the
unit.
97
7. Unit teaching provide opportunities for the development of
initiative, self-direction and responsibility; and for evalu
ation being concerned with subject matter, attitudes, inter
est, work habits, physical development and personal social
adjustment*
8. The objectives of a teaching unit were listed as:
(a) To provide for the integration of activities.
(b) To provide for the fullest utilization of community
resources and
(c) To provide for individual differences, thus fostering
the interests of children.
Implications,-—The implications for educational theory and prac-
tiee that grew out of the study are given below?
1, Teachers employ the unit teaching method more than the other
methodologies.
2. Teachers are cognizant of the objectives and underlying
philosophies of unit teaching.
3« Teachers have some understanding of the principles of unity
underlying unit teaching as they are found in the writings
of the Herbartian, Kilpatrick and Marrison.
Recommendations.--It is felt that the results of this study would
warrant the following recommendations?
1. Teachers proficient in unit teaching be selected for begin
ning teachers to observe.
2. Periodic intervisitation and observation should be provided
in order to bring back and/or exchange the newest ideas
available.
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3» Continued efforts be made5 bj the colleges, to resolve all
uncertainties in the teacher education programs about unit
teaching.
k* It is suggested that this or a similar technique be used to
examine unit teaching in other systems to see what dif
ferences in practice obtain.
5. It may be recommended finally that further study of teach
er's opinions and attitudes toward unit teaching procedures
and practices in elementary schools be made in order to
note any change in their ideas, attitudes and opinions.
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2984 Collier Dr., W. ¥.
Atlanta, Georgia 30313
Dear Colleagues
The successful completion of a thesis is one of the require
ments for a Master's degree from the School of Education, Atlanta
University. In an effort to meet this requirement, I am engaged in a
study entitled, "An Analysis of Opinions and Attitudes About Unit Teach
ing Methodology As Expressed by Selected Teachers in Elementary, Public,
Private, and Parochial schools." It is in this connection I am request
ing your assistance. I want your opinion about certain aspects of the
Unit Teaching Method. Please observe that a copy of an opinionnaire has
been attached to this letter. Your execution of this opinionnaire is
what is needed. You may be assured that I shall be sincerely appreci
ative for this help. You niay also be assured that aH information sup
plied will be treated as confidential. It is my hope that this study
will be completed within the next year and that the results will be made
available through the Trevor Araett Library, Atlanta University, to all
who are interested in knowing such.
An appropriate envelope has been enclosed in this communication
for you to use in returning the opinionnaire, and I do hope you will be
kind enough to execute the copy ijnmediately and return it to me.
Very gratefully yours,




ANALYSIS OF OPINIONS AND ATTITUDES ABOUT "UNIT TEACHING11 METHOD
OLOGY EXPRESSED BY SELECTED TEACHERS IN ELEMENTARY,
PUBLIC, PRIVATE, AND PAROCHIAL SCHOOLS
AN OPINICMNAIBE
General Directions
This is an opinionnaire pertaining to the nature of "Unit Teach
ing." The opinionnaire is divided into sections and requires a thorough
and comprehensive study of each item before giving an answer to it. In
each section, please do as directed.
This opinionnaire is to be filled out by selected teachers in
certain elementary, public, private, and parochial schools in the Metro
politan Atlanta Area.
This opinionnaire has been constructed to require a minimum of
time in filling out the form. Further, this opinionnaire has been con
structed so as to require easily made direct and specific answers by a
check-mark (X) to each specific question.
And, too, many sincere thanks for your co-operative participa
tion in this study which, it is hoped, will provide worthwhile informa





Purpose (Nature) of Unit Teaching
This section of the opinionnaire items which pertain to the
nature and/or purpose of "unit teaching."
Directions—Below, there is an array of "true" and "false" statements.
Before each statement indicate with a "T" in the parenthe
sis, if it is truej and with an "F", if the statement is
false.
True or False
( ) 1. Unit teaching procedures are more comprehensive in
scope than other methods of teaching.
( ) 2. Gestalt psychology holds that the total learning situ
ation is determined not merely by the sum of elements
which comprise it but rather by the relationship which
exists among different parts.
( ) 3. Gestalt psychology believes that the parts of a learn
ing situation have separate meaning and are not re
lated to the whole,
( ) 4. The unit of work is an educational panacea.
( ) 5» Subject-matter units are of various types such as top
icalj content, resource, or problem-approach.
( ) 6. All activity movements stress the organization of the
curriculum into some types of units.
( ) 7. The activity curriculum places emphasis upon things to
be done which vitalize and/or enrich the teaching-
learning situation.
( ) 8. The core curriculum developed; as a reaction against the
piece-meal learnings accumulated from separate subjects,
Matching
Directions—Below, are several items relative to the nature of unit
teaching. Statements in Column I are to be matched with
the correct word or phrase from Column II by inserting in
the blank in Column I the alphabetical symbol from Column II
you think matches it»
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Column I Column II
Should be related to scope and a,
secfaence which has been designated
for level or grade.
Unit
Is used for determining the ex
tent to which the objectives of .
the unit are being realized.
Furnishes a laboratory from
which children can get many first
hand experiences.
Stresses the organization of the
curriculum into some kind of
unitsj whatever appreciation,
attitude, or skill is to be
learned, that is the unit.
Includes references and materials
on many kind of units.
Learning experiences with numer
ous and varied learning activi
ties in t^rhich subject functions







g. Types of Units
h. Resource
Section II
Principles Pertaining to the Unit
The items in this section of the opinionnaire pertain to the
principles of "unit teaching."
Directions—Below, are listed in Column I the principles which pertain
to the "unit," and in Column II are listed pioneer xforkers
and organizational patterns related to the Unit Methodology,
Match the statement in Golumnl by placing the alphabet in
Column II in the appropriate blank space before Column I,
Column I






Column I Column II
An attempt to integrate and arrange b.
the curriculum so that the child
can achieve mastery of the desired
objectives in a meaningful and
permanent manner.




A method which involves the fol
lowing steps: purposing, planning,
executing, and judging.
Groxirth in knowledge, skills,
habits and attitude.
Should be organized around chil
dren's experiences in the com
munity.
Advocated teaching through natu
ral experience.
Demonstrates the method that




and activities envolving pupil in
terests into the schools of
Massachusetts.
New trends in the daily schedule.
Places emphasis on the mastery of
fundamental processes.
Cluster of educative experiences
organized through pupil-teacher
planning.
Designed to suggest a wide range
of activities, materials, teach
ing techniques from which teach
ers may gain assistance in select






g. Criteria for evalu
ating a Unit
h. Problem Solving









Column I Column II
The child can best be educated as
a whole, as a unit or organism.
Children learn by doing.
Establishes sound guide lines









Characterizations of Unit Teaching Methodology
Directions—Below, in Column I, are listed definitions or character
izations of significant terms connected with unit teaching
which are listed in Column II. Match the definition in
Column I by inserting in the blank space before it the
appropriate form in Column II which applies to it.
Column I
One planned for a specific group of
pupils in a particular school, and
for a definite time. a.
Focuses attention upon large bodies
of information or subject matter to
be acquired and understood.
Ability to express one's self ef
fective]^, orally, and in writing,
to understand the communications
of others by listening and read
ing to calculate.
Here the unified principle lies








Column I Column II
Employs the traditional method of
teaching wldle gathering organized
knowledge. e,
Considers individual differences,
interest, abilities and needs in





Units Paralleled to Programs, Process and Activities
This section of the opinionnaire presents items which pertain
to the selection of "units" which parallel subject content. In other
words, the answer requires the matching of "topical units" with subject-
matter areas.
Directions—Below, in Column I are listed topics of "units" to be taught
through the use of either the programs or processes or ac
tivities which are listed in Column II. Match the topic in
Column I by inserting in the blank space before it the ap
propriate program or process or activity in Column II which
applies to it.
Column I Column II
How the school environment pro
vides for the needs of pupils.
Pioneers move westward.
Living in our community.
Communication•









Column I Column II
Holidays in other lands.
How the piano was made.
Mastering the use of decimals.
The simple equation.
How to use the typewriter.











Daily Time Block in "Unit™ Operation
Directions—Below, are statements which identify the time blocks used
in "unit teaching1.' Check each statement either true or
false by inserting in its blank space a "T", if the state
ment is true| and "P»s is the statement is false.
True or False
( ) 1. Topical units are to be constructed without consider
ing how long the unit should last.
( ) 2. Topical units are usually organized to run six weeks.
( ) 3, The level of understanding does not matter in set
ting the length of the unit.
( ) 4. Topical units are more adaptable to science than
social sciences.
( ) 5» Topical units are usually constructed for and con
ducted in single daily teaching-learning situations.
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( ) 6. Topical units are inherently associated with con
tinuing class periods.
Section VI
Pupil Achievement in "Unit Teaching"
This section of the opinionnaire pertains to the relative effec
tiveness of pupil-achievement in the Teaching-Learning situation using
the "Unit Teaching" Methodology.
Directions—Below, are statements which pertain to pupil achievement in
the "unit teaching" situation. Check each statement either
true or false by inserting in its blank space a "T", if
truej and an »P", if it is false.
True or False
() 1. The older instructional practices were based on the
idea that learning consisted primarily of the ac-
quistiion of knowledge and skills, and evaluation
was limited to parent and pencil tests.
( ) 2. The unit provides opportunities for the development
of initiative, self direction, and responsibility.
( ) 3» The unit provides opportunities for the acquisition
of useful information and skills through its use in
a meaningful situation,
( ) 4» Newer instructional practices have eiai^hasized the
modification of behavior, continuous growth, simple
learning, and insight.
( ) 5« Unit teaching enables pupils to develop effective
skills in reading, writing, and calculating.
( ) 6. Pupils should not participate in self-evaluation,
( ) 7. Evaluation is concerned with subject matter, atti
tudes, interests, work habits, physical development,
and personal social adjustrnent.
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Section VII
Objectives of "Unit Teaching"
The items which pertain to the objectives set for and/or
achieved through "unit teaching" are set forth in Section VII, below.
Directions—Below, are statements which pertain to the objectives to be
achieved in the "unit teaching" situation, check each state
ment either False or True by inserting in its blank space a
"T" if it truej and an "F," if the statement is false.
True or False
( ) 1. Unit teaching does not provide for individual dif
ferences to a greater extent than does the "project"
procedure.
( ) 2. The integration of activities and learning experi
ences are not inherent aims of unit teaching.
( ) 3. Unit teaching provides for the fullest utilization
of community resources.
( ) k* Unit teaching does not provide full opportunity for
the development of skills in organizing thought and
materials•
( ) 5» The "problem," "project," and "unit" place emphasis
upon the same psychological and methodological prin
ciples in the teaching-learning situation.
( ) 6. The most important factor in the "unit teaching"
procedure is the versatility of the teacher.
Section VIII
Philosophy of Unit Teaching
Section VIII of the opinionnaire presents the items below which
call for the identification of the appropriate definitions of character
izations of the philosophies of "unit teaching."
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Directions- -Below, in Column I are listed definitions or characteriza
tions of the philosophy of "unit teaching" which are par
allel to the specific principles listed in Column II. Match
the characterization in Column I by inserting in the blank
space before it the alphabet for the appropriate philosophic
principle in Column II which applies to it.
Matching
Column I Column II
Stressed the interest approach to learn
ing as an individual and continuous process a,
and emphasized problem-solving.
Means that each child has the opportunity to
grow to his full mental, emotional, phys- b,






Respect the self-confidence and integrity
of the individual child.
Is to build democratic citizens who have
dereloped a loyalty to democratic prin
ciples, a sense of moral and ethical
responsibility for their preservation






Functions of Unit Teaching
Directions—Below, are the statements which identify or define the major
functions of "unit teaching" in the teaching-learning situ
ation. Check each statement either False or True by in
serting in its blank space a "T," if the statement is true
and an »F," if the statement is false.
True and False
( ) 1. The school has a definite part to play in the sociali
zation of the child.
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( ) 2. Individual differences in the classroom can be re
spected -without making some children feel superior
and others inferior,
( ) 3. Education means the improving of the qualit7 of
living.
( ) 4. Traditional trends in teaching are promised on the
theory that each child is an individual.
( ) 5» It is the value which democracy holds to be impor
tant that determines the direction of the change in
human behavior which democratic schools hope to
achieve.
( ) 6. During the course of a unit of work children have
limited experiences in democratic living.
